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ABSTRACT
School discipline policies that rely on exclusionary discipline practices, such as office
discipline referrals, suspensions, and expulsions, negatively and disproportionately
impact racial minority students, beginning in preschool. Disproportionate discipline
persists even when schools implement schoolwide interventions that reduce overall rates
of exclusionary discipline, suggesting that schools must do more to address other likely
causes of the discipline gap, including implicit racial bias, insufficient teacher training in
classroom management, and a cultural mismatch between schools and minority students.
There has been an increased call for teacher professional development in culturally
responsive behavior management practices, but such interventions are often poorly
evaluated and resource-intensive. The current study had three aims: 1) to characterize the
preliminary impacts a brief, online teacher professional development training in
culturally responsive practices (CRP) on self-efficacy for culturally responsive classroom
management (CRCM), expected positive outcomes from CRP, and self-reported
implementation of CRP; 2) to determine the social validity and feasibility of the training;
and 3) to inform wider dissemination of the training and implementation of CRCM by
determining areas for improvement and additional training and support needs. The study
utilized a mixed-methods, pre/post non-experimental design using a volunteer sample of
3K-3rd grade educators in South Carolina (N = 74). Results indicated that the online CRP
training significantly increased participants’ self-efficacy for CRCM practices, expected
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positive outcomes from using CRP, and overall level of self-reported implementation of
CRP in the classroom. Mixed-method assessment of intervention feasibility and social
validity suggested that the online CRP training was acceptable, practical, perceived as
efficacious, and demonstrated adequate demand, particularly when teachers were given
the option to complete the training during school hours. Findings highlighted broad
support for CRP training and provided insight into areas for improvement and
implementation support needs that can inform wider dissemination. Implications and
directions for future research are discussed.
Keywords: disproportionate discipline, culturally responsive practices, teacher
training, self-efficacy, feasibility
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CHAPTER 1
INTRODUCTION
The disproportionate disciplining of Black students, beginning in preschool, has
been widely and consistently documented in American schools, which have been called
to address this persistent discipline gap (Carter et al., 2017; Katsiyannis et al., 2016). This
chapter characterizes the nature of discipline disproportionality, its consequences, and
theorized causes and proposed solutions. It explores a multi-component model schools
can use to incorporate considerations of student culture and context into their efforts to
promote positive behaviors and reduce disproportionate discipline. Particular focus is
given to the role of teacher professional development within this model, with information
provided on essential elements of teacher training in culturally responsive practices
(CRP), the nature and results of prior research in this area, strategies for evaluating
training effectiveness and feasibility, and the opportunity for increasing training
accessibility through online delivery. Finally, the nature and aims of the current study –
an investigation into the preliminary impacts and feasibility of an online training in CRP
for 3K – 3rd grade educators – are introduced.
1.1 Disproportionate Discipline
Contrary to America’s promise that all children receive equal educational
opportunities, decades of data have demonstrated that exclusionary discipline practices
fall disproportionately on minority students and that this discipline gap between Black
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students and their White peers has increased over time (Losen & Skiba, 2010; U. S.
Department of Education Office for Civil Rights, 2014). This disproportionality refers to
the over- or under-representation of a group on a particular data point relative to their
representation within the population (Bryan et al., 2012). Exclusionary discipline refers to
discipline actions, such as office discipline referrals (ODRs), suspensions, and
expulsions, which remove and exclude students from instructional environments. School
discipline policies that rely on exclusionary discipline practices negatively and
disproportionately impact Black students (Fabelo et al., 2011; Kim et al., 2010; Losen et
al., 2015; Losen & Skiba, 2010; Noguera, 2003; Skiba et al., 2002; Vincent, SwainBradway, et al., 2011). Black students are punished more frequently than their White
peers and given harsher punishments (e.g., higher average number of days of suspension)
for similar discipline infractions (Skiba et al., 2014). Disproportionate discipline affects
even our youngest students: although Black children account for only 18% of preschool
enrollment, they represent 42% of preschool students suspended once and 48% of
preschool students suspended more than once (U. S. Department of Education Office for
Civil Rights, 2014).
In Southern states, disproportionate discipline is particularly problematic. A
report by the Center for the Study of Race and Equity in Education found that 55% of the
1.2 million suspensions Black students received nationwide occurred in thirteen Southern
states (Smith & Harper, 2015). This disproportionality extends to South Carolina
elementary schools, where Black students represent 32% of the student population, but
account for 61% of all out-of-school suspensions (OSS). Comparatively, White students
account for 51% of elementary student enrollment but only 27% of suspensions (U. S.
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Department of Education Office for Civil Rights, 2019). This means that Black
elementary students in South Carolina are over 3.5 times more likely to receive an OSS
than their White classmates.
1.1.1 Consequences of disproportionate discipline. The consequences of
relying upon exclusionary discipline are significant and unequally borne by Black
students. By its definition, exclusionary discipline removes students from settings where
instruction takes place. There is a strong relationship between instructional time and
positive learning outcomes (Gettinger & Walter, 2012). Schools with more frequent use
of exclusionary discipline demonstrate lower schoolwide academic achievement
(American Psychological Association [APA] Zero Tolerance Task Force, 2008).
Instructional time lost due to exclusionary discipline is not inconsequential: Losen et al.
(2015) estimate that public school students collectively lost almost 18 million days of
instruction during the 2011-2012 school year because of exclusionary discipline policies.
Students who experience disproportionate rates of exclusionary discipline miss important
instructional time, placing them at greater risk for disengagement from school and
diminished educational opportunities (Losen, 2011). Noting that students of color receive
a disproportionate share of suspensions and expulsions, Gregory et al. (2010) argue that
lower rates of academic achievement among students of color may be at least partially
attributed to disproportionality in school discipline.
Suspensions and expulsions have been linked to numerous negative long-term
consequences, including a reduced sense of school belonging (Bottiani et al., 2017);
higher rates of delinquency, academic failure, and school dropout; and greater risk for
entering into the juvenile justice system (Fabelo et al., 2011; Noguera, 2003; Rausch &
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Skiba, 2004; Toldson, 2011). Some may justify exclusionary discipline as a lamentable
but necessary tool for deterring students from future misbehavior, but it is ineffective at
even that: studies have shown that suspensions exacerbate rather than reduce students’
subsequent problem behavior (Martinez, 2009).
1.1.2 Causes of disproportionate discipline and proposed solutions. To
develop effective interventions that promote more equitable educational experiences, it is
necessary to understand why discipline disproportionality exists. Bradshaw et al. (2010)
identified several factors believed to contribute to disproportionality, including 1) “Zero
Tolerance” policies that emphasize the use of exclusionary discipline, 2) implicit racial
bias, 3) insufficient teacher training focused on addressing challenging student behavior,
and 4) cultural conflicts resulting from inconsistencies between home and school culture.
An overview of these four factors that drive disproportionality and strategies that schools
may use to address each factor individually is provided below.
1.1.2.1 Reducing an overreliance on exclusionary discipline with Positive
Behavioral Interventions and Supports. Zero-tolerance discipline policies, initially
intended to prevent problematic behaviors and increase school safety through harsh
predetermined punishments, resulted in a dramatic increase in rates of exclusionary
discipline, particularly for students from racial/ethnic minority backgrounds (APA,
2008). Many schools have attempted to reduce the use of exclusionary discipline
practices through Positive Behavioral Interventions and Supports (PBIS), a three-tiered
model of behavioral support. PBIS is a schoolwide prevention and intervention model
that proactively addresses school behavior concerns by teaching and reinforcing desirable
student behaviors. PBIS emphasizes early intervention and prevention, continuous
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progress monitoring, data-based decision making, utilization of evidence-based
interventions, and coordination of school activities and systems through team-based
meetings (Sugai & Horner, 2002). At the universal (Tier 1) level, all students are taught
social skills and expected school behaviors, given opportunities to practice those
expected behaviors, and positively reinforced when they demonstrate desirable behaviors.
The selective (Tier 2) level focuses on providing targeted, often small-group-based
support for students with risk factors for or showing early signs of behavioral concerns.
Individualized, intensive strategies designed to reduce the severity of ongoing problem
behaviors for students are provided at the indicated (Tier 3) level (Sugai & Horner,
2002).
PBIS is a widely popular model for student behavior support and has been
implemented in over 26,000 schools in the United States (Office of Special Education
Programs, 2017). When implemented with fidelity, PBIS has been shown to decrease
student misbehavior and overall rates of exclusionary discipline in K-12 settings, with
some of its strongest outcomes in elementary schools (Bradshaw et al., 2010; Bradshaw
et al., 2012). An adaptation of the PBIS framework, called the Pyramid Model, has also
been developed for early childhood settings (Hemmeter et al., 2007), where its use has
been associated with reductions in challenging student behavior and improved social
emotional skills (Benedict et al., 2007; Steed et al., 2013).
Originally conceptualized as “culture-neutral,” PBIS was expected to be equally
effective for all students if implemented with high fidelity (Sugai et al., 2000). However,
even in schools implementing PBIS with adequate fidelity, Black students remain
overrepresented in ODRs, suspensions, and expulsions (Vincent & Tobin, 2011; Vincent,
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Swain-Bradway, et al., 2011). Additional work is required to make PBIS interventions
responsive to a wide variety of local cultural contexts if schools wish to promote student
success more equitably and eliminate discipline disproportionality (Vincent, Randall, et
al., 2011).
1.1.2.2 Disrupting the influence of implicit racial bias with training. Structural
explanations for disproportionate discipline rates (e.g., poverty) lack empirical support.
Even after controlling for individual student variables such as academic achievement and
socioeconomic status and teacher ratings of disruptive behavior, Black students are more
likely to receive ODRs and suspensions than White students (Bradshaw et al., 2010;
Fabelo et al., 2011; Skiba et al., 2005; Wallace et al., 2008). Additionally, no published
study has demonstrated that Black students are being disciplined more frequently because
they are engaging in more misbehavior than other students (Losen & Skiba, 2010;
McCarthy & Hoge, 1987; Skiba et al., 2002). Disproportionate discipline occurs most
frequently in referrals for subjective infractions (e.g., disrespect, defiance, uncooperative
behavior, insubordination) where teachers are required to make a judgement call about
the nature and intent of student behavior and less often for infractions that rely on more
objective decision criteria, such as bringing a weapon to school (Gregory & Weinstein,
2008; Skiba et al., 2002; Skiba et al., 2008; Losen & Gillespie, 2012; Losen et al., 2014).
In spite of clear disproportionality in the data, many educators believe that their
interactions with students are unbiased and endorse explicitly egalitarian racial beliefs
(Olivos et al., 2010; Van den Bergh et al., 2010). These findings suggest that implicit
racial bias may play an important role in the discipline gap (McIntosh, Girvan, et al.,
2014) by influencing the way teachers respond to the behaviors of minority students
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(McIntosh, Barnes, et al., 2014; Skiba et al., 2002). Implicit bias refers to unconscious
beliefs and stereotypes that are triggered unknowingly and without intention (Banks et
al., 2006) and which impact our perceptions, interactions, behaviors, and feelings towards
others (Gay, 2010). Implicit bias can produce behavior that diverges from an individual’s
stated beliefs and values (Dovidio et al., 2005) and may influence the way teachers
manage classrooms, build relationships with their students, and respond to rule-breaking
(Weinstein, 2002). Research has shown that early education teachers spend more time
tracking Black students when asked to monitor for potentially challenging behaviors
(Gilliam et al., 2016). Teachers are also more likely to recommend more severe
punishment and label the student a troublemaker when presented with an office discipline
referral for a student with a stereotypically Black name (Okonofua & Eberhardt, 2015).
Thankfully, for educators motivated by equity, intervention research has
demonstrated that it is possible to override the influence of harmful unconscious biases
on decision-making. Studies have shown that interventions focused on helping
individuals recognize interactions where implicit bias may influence their thoughts and
behavior, “slow down” their thinking, and follow specific guidelines for decision-making
can lead to more unbiased decisions and behaviors (Devine et al., 2012; Lai et al., 2013;
Lai et al., 2014).
1.1.2.3 Bolstering insufficient pre-service teacher training in classroom
management with in-service training. It has been suggested that the prevention of
disciplinary problems may rest in training teachers to effectively manage their classrooms
(Reglin et al., 2012). Effective, proactive classroom management is particularly important
for young students new to the routine of school and school-specific behavioral
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expectations. In spite of its importance, pre-service teacher training programs often fall
short in preparing teachers adequately for the classroom (Palardy & Rumberger, 2008;
Porter & Brophy, 1988). Teachers identify preventing and responding to student problem
behaviors as one of their most significant challenges and sources of stress (Bushaw &
Calderon, 2014) and many believe that they are unable to manage their classroom well
(Dicke et al., 2014). When teachers feel that they lack the ability to proactively manage
and respond to problem behaviors, they are more likely to rely on exclusionary discipline
practices rather than attempt to manage student behavior within the classroom (Skiba &
Peterson, 2003). Because many of the student behavioral challenges that lead to
suspension and expulsion originate in the classroom, it essential that teachers feel
adequately equipped to positively manage their teaching environments (Delale-O’Connor
et al., 2017).
Professional development (e.g., in-service training) represents an important
opportunity to address knowledge and skill gaps teachers may bring with them from preservice training programs, where curriculum and experiences rarely provide teachers with
“all the knowledge and skill necessary to successful teaching” (Ingersoll, 2012, p. 47).
Teachers report feeling particularly underprepared when it comes to addressing the
behavioral, social, and emotional needs of children from diverse backgrounds (Hemmeter
et al., 2008; Siwatu & Starker, 2010; Trent et al., 2008; Vincent, Randall, et al., 2011),
suggesting that cultural considerations should be highlighted within in-service teacher
training.
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1.1.2.4 Acknowledging potential cultural mismatch between school and home
expectations for minority students. Incongruence between home and school behavioral
expectations may contribute to disciplinary disproportionality, especially for subjective
discipline incidents (Cartledge et al., 2001; Neal et al., 2003; Skiba et al., 2002;
Townsend, 2000). Cultural conflicts may result from teachers misinterpreting a child’s
classroom behavior and taking unnecessary discipline action for behaviors that may
actually be appropriate, normative, or even adaptive when viewed through the student’s
cultural lens (Monroe & Obidah, 2004; Weinstein et al., 2004). Studies have shown that
teachers often possess a general awareness of the way a student’s culture may influence
their behavior at school, but infrequently consider how they might take action to provide
a more equitable, culturally responsive learning environment when there is a cultural
mismatch (Nelson & Guerra, 2014). Teachers often hold deficit-based beliefs about
students from culturally, linguistically, and economically diverse students and families,
attributing failure to understand and adhere to school-based expectations as a deficiency
within those children rather than attributing it to a cultural mismatch between school and
home (Garcia & Guerra, 2004).
Teachers may lack professional development opportunities where they are
encouraged to consider students’ cultural context and how it may influence their behavior
in the classroom (Sugai et al., 2012; Townsend, 2002). Vincent, Randall, and colleagues
(2011) suggest that teacher training in classroom management needs to “bridge various
degrees of divergence between students’ cultural identities and the school environment”
(p. 221) to facilitate the success of all students, including those from diverse cultures.
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1.2 Strategies for Reducing Disproportionate Discipline through Culturally and
Contextually Responsive PBIS (CR-PBIS)
Researchers have recently begun considering how culture can be incorporated into
PBIS implementation (Vincent, Randall, et al., 2011; Fallon et al., 2012; Sugai et al.,
2012) as a way of interrupting the negative trajectories associated with exclusionary
discipline and promoting variables (e.g., student engagement and motivation, positive
teacher-student relationships) essential for all students to succeed (Gregory et al., 2016;
Roorda et al., 2011). Fallon and colleagues (2015) write, “Persistently unequal outcomes
suggest the need for comprehensive changes in school systems by way of evidence-based
culturally and contextually relevant behavioral strategies” (p. 251). Adopting these
comprehensive changes requires commitment and action at multiple levels of the school
system, including administrators, data and discipline teams, and authentic engagement
with school stakeholders (e.g., students, families, community members), and policy
change at the federal, state, district, and school levels (Abrams & Gibbs, 2000; Klingner
et al., 2005). Culturally and contextually responsive PBIS (CR-PBIS) provides a model
for how the school system can promote more equitable outcomes through comprehensive
change.
CR-PBIS represents a multi-component initiative requiring a commitment from
district- and school-level administrators to systematically address issues of equity. CRPBIS seeks to enhance PBIS practices and reduce patterns of disproportionate discipline
by minimizing cultural mismatches in behavioral expectations, creating a cultural lens for
viewing behavioral norms, and affirming diversity found within the school environment.
This requires that schools: 1) identify cultural inconsistencies in disciplinary practice
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(Hershfeldt et al., 2009) and monitor disparities in discipline and other outcomes by
regularly reviewing school data disaggregated by race (Tobin & Vincent, 2011); 2) work
together with minority communities, students, and families to determine culturally valid
schoolwide behavioral expectations (Bal, 2018; Vincent, Randall, et al., 2011); and 3)
provide professional development for teachers focused on increasing their awareness of
disproportionate discipline and building the skills and awareness necessary to better
interpret and intervene with a wide variety of student behaviors (Eber et al., 2010).
Collectively, these teacher-focused classroom skills are referred to as culturally
responsive practices.
1.2.1 Culturally responsive practices. Culturally responsive practices (CRP) are
defined as the process of “using the cultural characteristics, experiences, and perspectives
of ethnically diverse students as conduits for teaching them more effectively” (Gay, 2002,
p. 106). It is a “frame of mind, more than a set of strategies or practices, that guides the
management decisions that teachers make” to achieve an ultimate goal of providing all
students with equitable opportunities for learning (Weinstein et al., 2004, p. 27).
CRP holds that the behavioral expectations, norms, and values found in schools
are not “neutral” and that it is necessary to consider the sociocultural factors that may
influence students’ behavior (Harris-Murri et al., 2006). Culture influences the ways in
which people engage in everyday activities (Rogoff, 2003), and it is quite likely that
students -- who typically represent a more diverse population than their often White,
middle class, and female teachers (Cartledge et al., 2008) -- may bring experiences,
expectations, and goals learned at home that differ from those set by their school. Rather
than punish students for these cultural mismatches, CRP establishes a cultural lens for
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determining normative behaviors, validates student for who they are, and builds on their
culturally-derived strengths to help them meet high expectations for behavior and
learning (Gay & Howard, 2000). To be culturally responsive, teachers must engage in the
self-reflection necessary to recognize their own biases, develop knowledge about their
students’ cultural backgrounds, demonstrate an ability and willingness to use culturally
responsive classroom management (CRCM) strategies, and commit to building caring
classroom communities where diverse students feel welcomed and appreciated in ways
that support their academic and social success (Coffey & Farinde-Wu, 2016; Weinstein et
al., 2004). Because existing pre- and in-service teacher trainings rarely address these
topics (Han, 2014), schools committed to reducing disproportionality in discipline
through CRP will need to invest in effective and feasible teacher professional
development.
1.3 A Focus on Professional Development for Teachers
Teacher professional development is considered an essential element of CR-PBIS
(Allen & Steed, 2016) as “we cannot improve schools without improving the skills and
abilities of the teacher within them” (Guskey, 1994, p. 9). Teacher training in CRCM
strategies has been suggested as a promising method for addressing disproportionality by
giving teachers the skills to proactively address behavior concerns before students are
referred to the office (Bradshaw et al., 2010; McIntosh, Barnes, et al., 2014; Pas et al.,
2016). Given the extensive amount of time they spend with students, teachers are
considered integral to achieving the goal of supporting and responding to student
behavior in a culturally responsive manner (Hershfeldt et al., 2009; Vincent, Randall, et
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al., 2011). Previous research suggests that teachers require training and support to
implement CRCM (Larson, 2016).
To promote the implementation of CR-PBIS and CRCM strategies, professional
development for teachers should include:
1. Investigating one’s implicit bias through didactic material and self-reflection
activities that make teachers aware of implicit bias, capitalizes on their good
intentions to respond to students in an unbiased way, and helps them engage in
critical reflection at vulnerable decision points where bias might influence their
discipline decisions (McIntosh, Barnes, et al., 2014; Weinstein et al., 2004).
Promoting awareness of implicit bias and its role in how teachers perceive and
respond to student behavior is considered necessary for effectively implementing
CRP (McIntosh, Girvan, et al., 2014).
2. Self-reflection to build teachers’ cultural self-awareness and awareness of the
culture of their students. Abstract knowledge of culture is ineffective in
meaningfully changing teachers’ classroom behaviors (Pollock et al., 2010). On
the other hand, cultural self-awareness has been identified as a key element of
CRCM (Cartledge & Kourea, 2008) and a prerequisite to understanding the
culture of others (McAllister & Irvine, 2000). Teachers interested in CRCM must
be knowledgeable about the dimensions along which cultural differences and
similarities can be defined (e.g., communication styles, interactions between
generations, expressiveness, role of authority) and aware of the ways in which
cultural differences may manifest through student behavior (Gay, 2002; Weinstein
et al., 2004). Learning about their students’ cultural backgrounds can help
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teachers understand factors that impact student behavior, use culturally responsive
strategies during teacher-student interactions, and avoid misinterpretations that
could lead to exclusionary discipline (Gay, 2010; Monroe, 2005).
3. Strategies for establishing meaningful connections with students, validating
others’ culture, and increasing cultural relevance of social skills and classroom
behaviors (Vincent, Randall, et al., 2011)
1.3.1 Prior research on CRP professional development. Studying the impact of
interventions to improve the use of CRP in schools is a relatively new field. A review of
CRP interventions found that the majority of outcome-focused studies (just 10 of the 179
papers reviewed) were published in the last decade (Bottiani et al., 2018). The majority of
papers on CRP professional development recommended strategies for practice without
presenting the results of an intervention; those that did study the impact of interventions
failed to employ rigorous design features. Additionally, studies either failed to report or
reported limited information with regard to external validity of findings, contextual and
demographic information on participants, measure psychometrics, or feasibility and
readiness for dissemination. Although they concluded that the research base is
“inadequate to draw conclusions regarding effectiveness,” CRP interventions were often
associated with some gains in teachers’ knowledge, skills, or use of CRP (Bottiani et al.,
2018, p. 380).
A recently completed efficacy trial of Double Check, a cultural responsivity and
student engagement model that combines teacher-focused classroom coaching with five
hours of face-to-face schoolwide professional development in CRP, stands in contrast to
the weak intervention designs cited by Bottiani and colleagues (2018). The Double Check
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trial found that teachers demonstrated improvements in self-reported culturally
responsive behavior management and self-efficacy after receiving CRP-focused
professional development (Bradshaw et al., 2018). Teachers who received ongoing
coaching in CRCM deemed coaching to be both acceptable and feasible (Pas et al.,
2016). When teachers were given performance feedback from coaches, they were able to
implement a CRP improvement plan with high fidelity (Fallon et al., 2018). Observers
noted more proactive behavior management, greater student cooperation, and fewer
disruptive behaviors in classrooms where teachers received coaching (Bradshaw et al.,
2018).
Although promising, the Double Check model is comparatively resource
intensive, requiring a staff of coaches, classroom observations, and in-person professional
development to support CRCM implementation. This complexity may present challenges
for sustainable, high quality implementation in real-world school settings not
participating in a research trial (McHugh & Barlow, 2010). Recognizing that
opportunities for robust university-school partnerships may be limited for many schools
where students could benefit from CRCM, there is a need to thoroughly investigate a
potentially more scalable teacher training option: online professional development in
CRCM.
1.3.2 Online professional development for teachers. Online professional
development (OPD) is a promising tool for addressing many of the concerns (e.g., time
commitment [Stormont et al., 2015], availability of high-quality instructors [Bayar,
2014], cost) raised about teacher in-service trainings. OPD provides teachers an
opportunity to participate in trainings that may not be available locally, allows them to
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work at their own pace and at times convenient to their schedule, and does not incur costs
associated with face-to-face professional development such as class release time, space
rental, and travel (Treacy et al., 2002). OPD offers a convenient vehicle for delivering
high quality, consistent professional development content to teachers, especially those in
rural or remote geographical regions (Dede et al., 2009; Erickson et al., 2012; O’Dwyer
et al., 2007). OPD in CRP may be a particularly attractive option for South Carolina
schools, where 50% of the 116,000 students in rural districts are students of color, nearly
70% are from low-income families, and both educational spending and achievement are
low compared to national averages (Showalter et al., 2017). Finally, research has shown
that OPD can be effective even without interaction between participants (Carey et al.,
2008) and that, when training content is the same, OPD delivers the same outcomes in
teacher knowledge and beliefs, increased motivation, and classroom practices as
traditional face-to-face training (Fishman et al., 2013; Kabilan, 2014).
Online delivery may be a particularly apt medium for training teachers in CRP.
Self-reflection – on their personal biases, attitudes, and culturally responsive practice – is
an essential component of teacher training in CRP (Weinstein et al., 2014). Compared to
the time-limited nature of in-person trainings, OPD can promote in-depth reflection on
content because participants are free from time constraints (Delfino & Persico, 2007).
OPD in CRCM strategies is likely to be well received by teachers: teachers often express
high levels of satisfaction with OPD (Guskey, 2000), especially when it focuses on
strategies that are easily transferred to the classroom (Reeves & Pedulla, 2011). OPD
may also be a cost-effective strategy for promoting widespread familiarization with CRP
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among a state or district’s teaching staff, creating a foundation for more resourceintensive coaching in implementing CRP.
1.4 Evaluating the Impact of CRP Teacher Training
Professional development trainings within schools are often poorly evaluated
(Office for Standards in Education, 2006); however, it is important to understand the
impact that schools may reasonably expect from investing in a professional development
program and where they will need to make additional investments in implementation
support to bring about desired outcomes.
Desimone (2009) articulated a theory of change for effective professional
development, whereby professional development increases teachers’ knowledge and
skills and/or changes their attitudes and beliefs. New knowledge, skills, attitudes, and
beliefs are then used to improve the quality of their teaching and classroom interactions,
which foster improved student outcomes. Immediate outcomes of professional
development in CRP specifically may include enhanced awareness of research on
discipline disproportionality, self-reflection on personal cultural influences, increased
comfort discussing issues around culture and bias, and increased awareness of students’
cultural context and factors that may influence behavior (Bradshaw et al., 2018). More
intermediate outcomes may include increased self-efficacy to use CRP, more positive
beliefs about the benefits of CRP, and increased use of CRP in the classroom. Achieving
the ultimate goal of eliminating disproportionate discipline, while desirable, is unlikely
without concurrent implementation of the disaggregated data review, policy changes, and
stakeholder engagement described above.
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Studies of teacher professional development programs often examine the effect of
training on teacher attitudes, self-efficacy, and reported or observed implementation of
strategies/skills from the intervention (Bottiani et al., 2018). Evidence from past studies
on CRP-related professional development and support suggest that more intensive
interventions, such as coaching, may be necessary for improving teacher and student
behaviors, but that professional development interventions can be effective at improving
attitudinal outcomes, including teacher beliefs about CRCM, self-efficacy for CRCM
implementation, and self-reported use of CRCM strategies (Bradshaw et al., 2018;
Diedrichs & Barlow, 2011; Girod et al., 2016). Additional information on these likely
outcomes is provided below.
1.4.1 Self-efficacy. Engaging in the challenging task of critical self-reflection and
considering the role of race and culture in the classroom requires teachers to be motivated
and committed to reducing disproportionality in discipline. To implement CRCM
strategies, teachers must not only acquire the skills to implement CRP, but they must
possess adequate self-efficacy. Within social cognitive theory, Bandura (1977) proposed
that self-efficacy is required for an individual to put learned knowledge and skills to use.
Self-efficacy is “not simply a matter of how capable one is, but of how capable one
believes oneself to be” (Pajares, 2002, para. 35). Closely linked to motivation, beliefs
about one’s self-efficacy for a task influences how much effort an individual will expend
and how long they will persist to overcome barriers (Bandura, 1995, 1997).
Professional development has been found to have significant impacts on
improving teacher self-efficacy (Gettinger et al., 2008; Schwehr, 2014). Teachers with
higher self-efficacy are more likely to try new teaching ideas, persist in efforts to help
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struggling students, utilize classroom management strategies that promote high levels of
on-task student behavior, and hold more positive beliefs about managing student behavior
(Graham et al., 2001; Ross & Bruce, 2007; Woolfolk et al., 1990).
1.4.1.1 Self-efficacy and outcome expectancy beliefs for CRCM. Self-efficacy
beliefs are context-, task-, and domain-specific (Bandura, 1977). Therefore, measures of
self-efficacy must closely correspond with the desired behavior in order to predict future
behavior (Bandura, 1986).
Self-efficacy for CRCM is defined as “an individual’s beliefs in his or her
capabilities to successfully perform CRCM tasks” (Siwatu et al., 2017, p. 868) including
setting appropriate behavioral expectations, consistently and equitably enforcing rules,
creating a caring classroom environment, understanding that student behavior may be a
reflection of cultural norms that differ from behavioral expectations in traditional
classrooms, and using appropriate interventions to assist students with behavior
problems. Self-efficacy for CRCM is theorized to develop through mastery experiences,
vicarious experiences, social persuasion, and affective or psychological states (Bandura,
1977). OPD in CRCM may promote greater self-efficacy by sharing examples of
successful implementation (vicarious experiences), discussing content in a respectful and
encouraging tone (positive affective or psychological states), and promoting the belief
that teachers are capable of using recommended strategies and are actively taking steps to
incorporate CRCM in their classrooms (social persuasion).
It is important to understand teachers’ self-efficacy for CRCM in order to improve
the design and use of efficacy-building interventions (Malo-Juvera et al., 2018). Teachers
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are more likely to commit to the work of implementing CRCM practices if they believe
that they are capable of doing so successfully (i.e., self-efficacy) and feel that CRCM
strategies will lead to positive outcomes (i.e., positive outcome expectancy beliefs;
Siwatu, 2007). It is theorized that self-efficacy and outcome expectancy beliefs can serve
as an indicator of future classroom behavior (Pajares, 2003). Self-efficacy has been
linked to greater implementation of school-based interventions (Downer et al., 2009);
prior research has shown significant associations between teacher’s self-efficacy beliefs
and their observed implementation of proactive and supportive strategies for improving
student behavior (Almog & Shechtman, 2007; Debnam et al., 2015). Professional
development on CRCM has led to consistent increases in teachers’ self-efficacy for these
practices (Tucker et al., 2005), although teachers may continue to feel most selfefficacious in their ability to perform easier classroom management tasks associated with
CRCM (e.g., clearly communicating classroom policies, teaching students how to work
together) and least self-efficacious in their ability to perform more difficult tasks (e.g.,
using culturally responsive discipline practices to alter defiant behavior) (Siwatu et al.,
2017).
1.4.2 Self-Reported Implementation of CRCM. Perhaps due to social
desirability bias, teachers tend to self-report higher rates of CRCM implementation than
are recorded by externally conducted observations (Debnam et al., 2015). More intensive
implementation supports, such as ongoing coaching and consultation, may be necessary
for effecting observable, objective changes in teacher behavior (Bradshaw et al., 2018).
However, self-assessment can heighten teacher awareness of their current practices
(Hershfeldt et al., 2009) -- considered the first step in making real change towards
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incorporating CRP (Skiba et al., 2008) -- and provides important information about
ongoing professional development needs.
1.5 Evaluating the Feasibility and Social Validity of CRP Teacher Training
It is important to evaluate whether teachers find professional development in CRP
and more specific CRCM strategies socially valid because there is a strong relationship
between social validity, implementation fidelity, and improved outcomes (Fallon et al.,
2015; Gresham et al., 2000; Lane et al., 2009; Elliott et al., 1984). Socially valid
interventions are perceived as acceptable and capable of producing valued positive
outcomes (Gresham et al., 2000). Social validity can include measures of perceived
acceptability, efficacy, accessibility, and feasibility. Feasibility is defined as the extent to
which an intervention is able to be implemented as planned within a setting or population
(Bowen et al., 2009) and, similar to social validity, can include elements of acceptability,
practicality (i.e., dose), demand (i.e., response to recruitment, expressed interest), and
fidelity.
1.5.1 Acceptability. Acceptability is a frequent measure of feasibility focused on
measuring participants’ satisfaction with the intervention (Bowen et al., 2009). Selfreport measures that include questions about participants’ level of satisfaction,
enjoyment, likelihood of recommending the intervention to a colleague, and perceived
benefits of the intervention are commonly used to assess acceptability.
1.5.2 Practicality. Practicality measures the extent to which an intervention can
be implemented when resources (e.g., time, funding) are limited (Bowen et al., 2009).
Time commitment is a common concern in the teacher professional development
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literature (Stormont et al., 2015). Given the extensive demands made on their time,
training completion rates are commonly conceptualized as a measure of teachers’ ability
to carry out and engage in intervention activities (Bowen et al., 2009).
1.5.3 Demand. Demand for an intervention is an indication of how likely a
program will be utilized by possible participants (Bowen et al., 2009). Measures of
intervention demand may include study sample size or participants’ initial response to
recruitment (i.e., percentage of teachers who participated in the intervention relative to
the school’s total number of faculty who could have possibly participated).
1.5.4 Fidelity. Assessing intervention fidelity, or the degree to which an
intervention is delivered as intended (Carroll et al., 2007), is required for valid
interpretation of intervention outcomes and identifying essential mechanisms of change.
One benefit of OPD is its standardization of content delivery: as long as participants
watch the included videos (the completion of which is logged by the training platform)
they will all receive the same content, delivered by a national expert.
In spite of the importance of feasibility and social validity in effective and
sustainable interventions, feasibility data on interventions are generally underreported
(Bird et al., 2014). Published research on the feasibility of CRP teacher interventions is
incredibly limited. Only one recent study (Pas et al., 2016) reported on elements of
feasibility (e.g., dosage, fidelity, acceptability) related to an adaptation of the Classroom
Check-Up coaching model to promote CRCM. Although Fallon and colleagues (2015)
reported more extensively on the social validity of recommended practices involved in
CR-PBIS, the educators surveyed in this study were responding to hypothetical practices
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rather than practices on which they had received training. Before South Carolina schools
endorse the widespread use of OPD in CRCM or make a commitment to CR-PBIS, it is
essential that they have a sense of their perceived social validity and feasibility among
educators who have experience with the training.
1.6 The Current Study
This study was conducted as part of the efforts of the Education Workgroup of the
South Carolina Child Well-Being Coalition, a project of the South Carolina Department
of Health and Environmental Control, Bureau of Maternal and Child Health, managed
and facilitated by Children’s Trust of South Carolina. The purpose of the Coalition was to
work collectively to support and implement evidence-based and promising practices and
policies that would alleviate the effects of poverty and improve outcomes for all children
in South Carolina.
The Education Workgroup chose to focus on reducing missed learning days due
to suspension or expulsion, beginning in early childhood. A review of available data
demonstrated that South Carolina followed national trends in disproportionate discipline:
across South Carolina elementary schools, Black students are over 3.5 times more likely
to receive an OSS than White students (U. S. Department of Education Office for Civil
Rights, 2019). This was considered important because suspensions can hinder academic
growth and contribute to racial disparities in achievement (Morris & Perry, 2016).
Although schoolwide efforts to reduce rates of exclusionary discipline through
PBIS have demonstrated effectiveness in reducing overall rates of exclusionary discipline
when implemented with high fidelity, they do not eliminate disproportionalities in
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discipline (McIntosh et al., 2018). Hypotheses for why disproportionality remains have
focused on the role of implicit bias and cultural mismatch between diverse students and
majority school culture. Racial disparities in school discipline are associated with countylevel rates of implicit bias (Riddle & Sinclair, 2019) and Black students tend to be
disciplined most disproportionately for infractions that involve subjective judgement
(Morris & Perry, 2017), suggesting that they be a result of cultural mismatch or
misinterpretation of behavior considered culturally appropriate in the child’s culture.
There has been a call to reduce disproportionality and the impact of implicit bias
by promoting the use of CRCM practices within PBIS. Teacher professional development
in CRP represents a relatively new field of study. A recent systematic review of
professional development for CRP found that few studies reported on intervention
outcomes, detailed information about participants, or intervention feasibility (Bottiani et
al., 2018). The authors identified a need for additional research to determine sufficient
training dosage, report more contextual and demographic information on participants
(e.g., years in education, gender, preservice exposure to CRP practices), and examine
readiness for implementation. Elements of feasibility and social validity were not
described within the review but are crucial for improving the relevance and acceptability
of effective interventions before wide scale dissemination. More recent intervention
studies not included in the review (i.e., Bradshaw et al., 2018; Fallon et al., 2018; Pas et
al., 2016) have studied relatively resource intensive intervention models, which may not
always be feasible for real-world school settings without substantial external support.
Considering the importance of reducing disproportionate discipline and the limits
of existing research on the impact and feasibility of scalable teacher professional
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development options, this study aimed to characterize the impact, social validity, and
feasibility of a brief OPD training in CRP. Specific aims for the current study included:
Aim 1. Characterize the impact of a brief online training on CRP, including its
effect on improving self-efficacy for CRCM, expected positive outcomes from CRP, and
self-reported implementation of CRP.
Hypothesis 1. Based on theoretical and preliminary evidence, teachers who
completed the training were expected to report increases in self-efficacy for and more
positive expected outcomes resulting from using culturally responsive classroom
practices. Prior research indicates that behavioral changes may require more intensive
implementation support, such as coaching (Bradshaw et al., 2018), so changes in selfreported CRP implementation were not expected.
Aim 2. Determine the social validity and feasibility of online professional
development on CRP, as measured by adequate (a) acceptability, (b) practicality, (3)
demand, and (4) scores on a measure used to reliably assess factors associated with the
quality of school-based intervention use and maintenance over time.
Hypothesis 2. Due to its accessible mode of training delivery and relatively brief
structure, it was anticipated that participants would find the OPD module to be
acceptable, practical, and demonstrate adequate demand, as indicated by quantitative data
collected at post-intervention.
Aim 3. Inform wider dissemination of the training and implementation of CRCM
by determining areas for improvement, additional training and support needs, and
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attitudes about classroom- and professional development-focused components of CRPBIS.
Hypothesis 3. Consistent with prior research (Fallon et al., 2015), it was
anticipated that participants would express positive attitudes about classroom- and
professional development-focused components of CR-PBIS. No pilot information had
been published about this particular training, making the collection of information about
areas for improvement and additional support especially important for schools interested
in making this training salient and useful for their teachers.
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CHAPTER 2
METHOD
2.1 Participants
Data for the current study were collected from preschool (3K)-3rd grade teachers
and instructional aides (N = 74) in South Carolina. Participants included 32 3K-5K
teachers, 18 3K-5K instructional aides, 19 1st-3rd grade teachers, and five 1st-3rd grade
instructional aides. Study participants represented staff at 20 schools in six public school
districts in South Carolina. The sample was predominantly female (97.3%), White
(82.4%), and ranged from ages 23 to 70 years (M age = 43.45 years; SD = 12.45).
Regarding education level, 14.9% of participants reported having less than a bachelor’s
degree, 29.7% reported have a bachelor’s degree only, 29.7% reported having a master’s
degree, 13.5% reported having a master’s degree + 30 graduate credits, and 1.4%
reported having a doctoral degree. Participants’ years of experience in the education
system ranged from 0 to 41 years (M = 14.53; SD = 11.03). Prior to this training, 27% of
participants reported that they had received training or instruction on implicit bias; 66.2%
had received training on CRP, culturally responsive teaching, or teaching diverse
students; and 90.5% had received training on classroom management practices (see Table
2.1 for a summary of participant sociodemographic characteristics).
During the semester when participants completed the training and data collection,
79.7% primarily participated in in-person classroom learning and 20.3% taught via
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hybrid learning (i.e., partial in-person learning, partial virtual/distance learning). In their
current classrooms, 54% of participants reported that a majority of their students
belonged to a racial/ethnic minority group, 62.2% of participants reported that less than
5% of their students spoke English as a second language, and 54% of participants
reported that a majority of their students qualified for free/reduced lunch (see Table 2.2
for a summary of participant classroom characteristics).
The final sample consisted of 74 participants. All participants completed the preintervention survey, online training and reflection questions, and post-intervention
survey, except one participant who completed the pre-intervention survey and online
training but only partially completed the post-intervention survey. Therefore, 74
participants were included in the characterization of the sample (i.e., participant
sociodemographic data, classroom characteristics, classroom management self-efficacy)
and analysis of post-training qualitative feedback and the training-specific social validity
questionnaire, but only 73 participants were included in analysis of the preliminary
training outcomes (CRCM self-efficacy, CRP outcome expectations, CRP
implementation checklist) and participant attitudes about CR-PBIS professional
development and classroom practices.
2.2 Procedure
Intervention implementation and data collection procedures received approval by
the University of South Carolina Institutional Review Board (IRB) and, when required,
additional approval by the school district’s IRB. The study utilized a mixed-methods,
pre/post non-experimental design.
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2.2.1 School recruitment. In response to a pause necessitated by the COVID-19
pandemic, schools were recruited in two phases: an initial statewide recruitment strategy
based on school-level rates of disproportionate discipline in 2019 and a second
convenience sampling strategy involving two districts that had demonstrated commitment
to PBIS/Pyramid Model implementation and expressed a strong interest in training their
teachers on CRP in 2020-2021.
During the initial recruitment phase, potential schools for the study were
identified by calculating relative rate indices from 2015-2016 discipline data compiled by
the Office for Civil Rights (U. S. Department of Education Office for Civil Rights, 2019).
Relative rate indices represent a statistically unbiased approach for calculating
disproportionality and are not affected by the relative proportion of minority students to
the total school population (Feyerherm & Butts, 2003). Education Workgroup members
reviewed the list of school districts where Black students were at least twice as likely to
receive at least one OSS as a White student, discussed their experiences working with
these districts and knowledge of current district initiatives, and reached out with
information about the study to their district contacts.
Districts who responded were contacted with additional information about the
study and to confirm that their elementary schools were currently implementing
schoolwide strategies to promote positive behavior and reduce exclusionary discipline
practices. This stipulation was included because the CRP training was designed to serve
as a supplement for schools already implementing PBIS/the Pyramid Model. As
requested, additional meetings and conference calls were conducted with district-level
staff to answer questions about participation requirements. Eleven elementary schools
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from six districts agreed to participate and identified approximately 122 teachers who
wished to complete the training and surveys. School administrators were instructed to
distribute study participation invitations to eligible instructional staff via email at the
beginning of March 2020. On March 15, 2020, South Carolina’s governor ordered all
public schools to close in response to the COVID-19 pandemic (SC Exec. Order No.
2020-09, 2020). Active recruitment and data collection were paused in late March 2020
to reduce the influence of the pandemic and virtual learning on participant responses.
Before the pause, 17 teachers completed the study sign-up survey and gained access to
the training; seven teachers completed the pre-intervention survey, online training, and
post-intervention survey. Administrators from this initial group of eleven schools did not
respond to outreach to redistribute the training opportunity to their teachers when the
study resumed in Fall 2020.
In the second phase of school recruitment in October 2020 – January 2021, two
school districts were identified through the Behavioral Alliance of South Carolina (a
state-funded initiative to improve school behavioral health programming in South
Carolina emphasizing working with students with disabilities, see
www.schoolbehavioralhealth.org/basc) that expressed a strong interest in providing their
teachers with training on CRP. These districts had both made a significant investment in
training their teachers in the implementation of PBIS and the Pyramid Model and were
committed to creating safe and supportive classroom environment for all of their students
through recent district-level diversity, equity, and inclusion (DEI) initiatives. One district
elected to give elementary principals the choice to offer the training opportunity to their
teachers to complete outside of school time. The second district decided to prioritize
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training for preschool staff, identified a list of participants, and arranged for participants
to complete the training and surveys during a district professional development day or
during the school day while their classroom was covered by a substitute teacher.
2.2.2 Teacher recruitment. Teachers and instructional aides in 3K-3rd grade at
participating schools were invited via email to complete informed consent as well as preintervention demographic and baseline measures. Participants who completed these
measures were sent an access code and instructions to complete the online training,
associated reflection questions, and post-intervention measures. Participants were
instructed to complete these tasks within ninety days (i.e., the length of time participants
had access to the online training once their account was activated). Individuals with
incomplete participation were sent weekly to biweekly email reminders to complete the
training and survey. The training and all measures could be completed on any computer
with internet access. All study data were collected and managed using REDCap
electronic data capture tools hosted at the University of South Carolina (Harris et al.,
2009; Harris et al., 2019). REDCap (Research Electronic Data Capture) is a secure, webbased software platform designed to support data capture for research studies.
Access to the online training package was granted at no cost to participants
(typical cost is $29). Participants who completed the online training had the option of
downloading a Pyramid Model Certificate of Training attesting that they completed two
hours of professional development. Participants who successfully completed the training
and measures outside the school day received a $20 Amazon gift card in appreciation of
their time. Participants in the district which arranged for participation during the school
day were prohibited by district policy from receiving the financial incentive; instead, the
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district arranged for participants who completed all study requirements to receive district
continuing education credits for their participation.
2.2.3 Intervention. The online training employed in this study was designed by
Dr. Rosemary Allen of Metropolitan State University of Denver as a professional
development module to supplement the Pyramid Model (i.e., early childhood PBIS)
training for early childhood educators. The training module was accessed through an
online learning portal hosted by The Pyramid Model Consortium
(https://www.pyramidmodel.org/online-courses-epyramid/). The training was minimally
interactive, with approximately two hours of videos to convey didactic material, pauses in
material delivery to encourage participant self-reflection in response to open-ended
thought questions, and several downloadable worksheets with exercises corresponding to
training content. This study aimed to encourage a less passive learning experience by
requesting that participants submit their responses to the thought questions and
worksheets offered within the training module as proof of training completion.
The goal of the training was to provide “information on the importance of
culturally responsive practices in enhancing outcomes for all children, especially those
from diverse backgrounds” (National Center for Pyramid Model Innovations, 2016).
Training content focused on the nature and role of implicit bias in inequitable outcomes
for students, how to recognize and identify implicit bias, the importance of CRP, and
ideas to implement seven principles of CRP in the classroom. It followed several
recommended strategies for combating implicit bias (Allen & Steed, 2016; Weinstein et
al., 2004), including: 1) raising awareness of the nature of implicit bias and its role in
creating inequitable outcomes; 2) creating a space for teachers to reflect on their thought
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processes and beliefs about students to determine where and when implicit bias may
influence teacher behavior and decision making; 3) recognizing how culture influences
our values and expectations, and how teachers, schools and the homes/communities of
students may hold different cultural values and therefore behavioral norms and
expectations; and 4) exploring how teachers can use CRP to enhance outcomes for all
children, but especially those from diverse backgrounds. Importantly, the training invited
teachers to engage in self-reflection based on their own experiences in the classroom and
with their students. Dr. Allen communicates that there are “no quick and simple
solutions” that work for all students in every classroom. Therefore, the training focused
on building motivation for addressing the issue of implicit bias and its contribution to
disproportionate discipline and encouraging teachers to engage in the self-reflection
necessary for bringing implicit, unconscious influences into conscious consideration and
engaging in more equitable, intentional classroom actions.
2.3 Measures
Basic demographic data (e.g., age, gender, race/ethnicity, level of education, years
of elementary teaching experience) and information about prior training on related
professional development topics (e.g., implicit bias, classroom management, CRP) was
obtained during pre-intervention data collection. Participants were also asked to provide
some information to characterize their current classrooms, including the approximate
percentage of students who were not White, spoke English as a second language, and
qualified for free/reduced lunch. In South Carolina, teachers have access to this
information through a web-based portal called South Carolina Enrich (South Carolina
Department of Education, 2021).

33

2.3.1 Fidelity of SWPBIS implementation. Because the CRP training was
designed to serve as a supplement for schools already implementing PBIS/the Pyramid
Model, schools were asked to assess their current level of SWPBIS implementation to
ensure that they met an adequate level of implementation fidelity. PBIS teams at each
participating school were asked to complete the Tier 1 scale of the SWPBIS Tiered
Fidelity Inventory (TFI) (Algozzine et al., 2014). Members of the PBIS leadership team
at each school were asked to review the TFI individually and determine preliminary
ratings. The team then came together for a consensus meeting facilitated by a District
Climate Coach, where team members shared and discussed their preliminary ratings until
they came to consensus on scores for their school. TFI scores were reported in the
PBISapps TFI website (https://www.pbisapps.org/products/tfi) by District Climate
Coaches, from which Tier 1 reports were generated for this study. The Tier 1 scale
included 15 items. Prior studies have demonstrated evidence of reliability for the Tier 1
score, as well as convergent validity with other Tier 1 SWPBIS measures, content
validity, factor structure, and interrater and test-retest reliability (Mercer et al., 2017;
McIntosh et al., 2017). Schools that scored at or above 70% on the scale were considered
to have demonstrated adequate Tier 1 SWPBIS implementation.
2.3.2 Self-efficacy in classroom management. Teachers’ perceptions of their
ability to successfully accomplish specific classroom management tasks (e.g., “How
much can you do to control disruptive behavior in the classroom?”) were assessed at preintervention using the 8-item classroom management subscale of the Teacher Sense of
Efficacy (TSE) Scale (Tschannen-Moran & Hoy, 2001). Participants were asked to
indicate “how much” they can do to accomplish each classroom management task on a
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10-point scale ranging from 0 (nothing) to 9 (a great deal). Responses to each item were
summed and divided by the total number of items to create a subscale mean. Participants
with higher mean scores demonstrate greater self-efficacy in classroom management
tasks. Prior psychometric analyses of the TSE Scale and its subscales have demonstrated
a unified and stable factor structure with good construct validity and internal reliability (α
= .90) (Tschannen-Moran & Hoy, 2001). Internal consistency of the classroom
management subscale in the current sample was excellent (α = .92). It has been suggested
that teachers may consider basic classroom management strategies a precursor to
addressing more challenging culturally responsive strategies (Pas et al., 2016); therefore,
this information provided important context for measures related to CRP.
2.3.3 Self-efficacy in CRCM. Teachers’ self-efficacy to perform classroom
management tasks often associated with CRP was assessed at pre-intervention and postintervention using an adapted version of the Culturally Responsive Classroom
Management Self-Efficacy (CRCMSE) Scale (Siwatu et al., 2017). The 30-item scale
asked participants to rate their confidence in completing specific tasks (e.g., “Critically
assess whether a particular behavior constitutes misbehavior.”) on a rating scale from 0
(no confidence at all) to 100 (completely confident). Prior research on self-efficacy scales
found a 0 to 100 rating scale to be psychometrically stronger and produce greater
discrimination in participant responses than narrower Likert-type scales (Pajares et al.,
2001). Responses to each item were summed and divided by the total number of items to
generate a CRCMSE mean. Participants with higher mean scores demonstrate greater
self-efficacy in CRCM tasks. Prior psychometric analyses of the CRCMSE Scale have
suggested a one-factor structure with good construct validity and internal reliability

35

(Siwatu et al., 2017). Internal consistency of the full scale in the current sample was
excellent at both pre-intervention (α = .98).and post-intervention (α = .98).
2.3.4 Outcome expectations for CRP. Teachers’ beliefs in the positive outcomes
associated with CRP were assessed at pre-intervention and post-intervention using an
adapted version of the Culturally Responsive Teaching Outcome Expectation (CRTOE)
Scale (Siwatu, 2007). This 14-item scale asked participants to rate their certainty that
CRP would lead to a specified outcome (e.g., “Acknowledging the ways that the school
culture is different from my students’ home culture will minimize the likelihood of
discipline problems”) on a rating scale from 0 (entirely uncertain) to 100 (entirely
certain). Responses to each item were summed and divided by the total number of items
to generate a CRTOE mean. Participants with higher mean scores demonstrate stronger
beliefs in the benefits of implementing CRP. Prior psychometric analyses of the CRTOE
Scale have suggested a one-factor structure and good internal reliability (Siwatu, 2007).
Internal consistency of the full scale in the current sample was excellent at both preintervention (α = .93).and post-intervention (α = .95).
2.3.5 Self-reported implementation of CRP. At pre-intervention and postintervention teachers completed a self-assessment of the frequency with which they
engage in 23 culturally responsive classroom practices related to reflective thinking (five
items), authentic teacher-student relationships (six items), effective communication (six
items), connection to the curriculum (three items), and sensitivity to students’ cultural
identities (three items). For each item, they were asked to assess the “ease and
effectiveness” with which they apply each strategy on a continuum from 1 (Never in my
class and school) to 4 (Regularly in my class and school). This teacher self-assessment
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was originally used in a trial of the Double-Check framework to determine areas of CRP
where teachers required additional professional development training, resources, or
coaching (Hershfeldt et al., 2009). Means were calculated for each of the five practice
areas (i.e., reflective thinking, authentic teacher-student relationships, effective
communication, connection to the curriculum, sensitivity to students’ cultural identities)
and the total scale. Higher scores represent greater self-reported implementation of CRP.
Internal consistency of the full scale in the current sample was excellent at both preintervention (α = .90).and post-intervention (α = .93).
2.3.6 Feasibility/social validity. A mixed methods approach (i.e., quantitative
self-report measures, qualitative feedback) was used to measure program feasibility and
social validity. In addition to quantitative self-report measures, participants were asked to
respond to several feedback questions about the online training and CRP at postintervention. Additional measures of program feasibility included response to recruitment
(i.e., whether the full number of teachers for whom training codes were available signed
up for the training), program completion (i.e., percentage of participants who are logged
as completing the full online training), and a review of the reflection questions completed
as part of the training to determine if participants engaged in the reflection activities.
Additionally, participants were asked to share the total amount of time required to
complete the training and reflection questions to more accurately assess its demand on
teacher time.
2.3.7 Social validity of online CRP training. Participants were asked to
complete an adapted version of the Usage Rating Profile-Intervention Revised (URP-IR)
(Chafouleas et al., 2011) at post-intervention. Items on the URP-IR were designed to

37

reliably assess factors associated with the quality of school-based intervention use and
maintenance over time. These factors included acceptability (α = .81), understanding (α =
.79), feasibility (α = .62), family-school collaboration (α = .55), system climate (α = .79),
and system support (α = .80). The Acceptability subscale asked questions about the
participant’s interest in and commitment to implement the intervention, as well as their
perception of the intervention as generally appropriate and effective for addressing
student problems. The Understanding subscale assessed whether the participant
understood how to implement the intervention. The Feasibility subscale focused on the
perceived complexity of the intervention and whether or not the time and resources
required to implement the intervention were reasonable. The Family-School
Collaboration subscale measured whether collaboration and communication with
students’ families would be required for effective implementation. The System Climate
subscale assessed whether the intervention was consistent with the culture and priorities
of their school. And, finally, the System Support subscale determined whether the
intervention was perceived to require additional professional development, consultation,
or resources to implement well.
Participants were asked to rate the extent to which he/she agreed or disagreed
with 28 statements (e.g., “I would be committed to carrying out this intervention.”) using
a 6-point Likert scale (1 = strongly disagree to 6 = strongly agree). This instrument was
designed to be helpful in planning and evaluating intervention efforts in schools and has
been assessed for factor structure and internal consistency (Briesch et al., 2013). The six
factors can be interpreted individually and as an overall mean. However, the FamilySchool Collaboration subscale was excluded from analyses due to unacceptable levels of
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internal consistency (i.e., α≤.60; DeVillis, 2016). Scores from the remaining five
subscales (25 total items) were summed and averaged to create a total social validity
score. When composing an overall mean or interpreting higher scores as more
feasible/socially valid, System Support questions were reverse coded (Chafouleas et al.,
2011). Internal consistency of the full scale in the current sample was good (α = .89).
Participants were expected to respond favorably to most items on the URP-IR, consistent
with teacher evaluation of other CRP interventions (Fallon et al., 2018). Results from the
scale were used to identify perceived barriers and facilitators to implementing the online
training and related CRP strategies.
2.3.8 Social validity of specific CRP and professional development topics. To
assess the social validity of specific culturally responsive classroom practices and related
professional development topics, participants were asked to complete an adapted version
of the survey used by Fallon et al. (2015) at post-intervention. Items for this survey were
originally generated from the recommendations for culturally and contextually responsive
SWPBIS practices proposed by Sugai et al. (2012) and Fallon et al. (2012). Participants
were asked to rate the acceptability (“This practice is relevant and useful to the work I
do.”), feasibility (“I could implement this practice given the knowledge, time, and
resources I have.”), and efficacy (“This practice would work to improve behavior for all
my students.”) of eight recommended classroom practices and the acceptability,
feasibility, efficacy, and accessibility (“I have access to professional development and
training relevant to this practice.”) of five professional development topics using a 6point Likert scale (1 = strongly disagree to 6 = strongly agree). Higher scores indicate
greater social validity. The classroom practices and professional development domains
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have previously demonstrated adequate internal consistency reliability (α = .74-.93) and
were evaluated by PBIS content experts for clarity and content validity (Fallon et al.,
2015). Internal consistency of the classroom practices (α = .89-.91) and professional
development (α = .93-.94) domains in the current sample were excellent.
2.4 Analytic Procedure
All quantitative analyses were conducted using SPSS v. 27.0 (IBM Corp, 2020).
Qualitative analyses were conducted using Dedoose Version 7.0.23
(https://www.dedoose.com/), a collaborative, cloud-based software for managing,
analyzing, and presenting qualitative and mixed method research data (Salmona et al.,
2019). De-identified survey data from post-training open-ended qualitative questions
were uploaded to Dedoose, where the application allowed researchers to independently
review responses, tag text excerpts, and apply codes. As codes were assigned, Dedoose
organized the qualitative data and supplied reports of aggregated codes and text excerpts
that had been coded by researchers.
2.4.1 Teacher and school characteristics. Descriptive statistics (i.e., total count,
percentage, mean, standard deviation) were calculated for teacher sociodemographic and
classroom characteristics, teacher classroom management self-efficacy, and Tier 1 TFI
scores in order to characterize the sample.
2.4.2 Aim 1: Preliminary intervention outcomes.
2.4.2.1 Effect of online CRP training on teacher outcome measures (CRCMSE
Scale, CTROE Scale, Double-Check Self-Assessment). Dependent samples t-tests were
used to examine changes from pre- to post-intervention on all teacher outcome variables.
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Cohen’s d effect sizes were calculated for the change from pre- to post-intervention using
unadjusted means. An effect of up to .20 was considered small, an effect from .20 to .50
was considered moderate, and an effect above .50 was considered large (Cohen, 1992). A
Bonferroni correction was not used in order to minimize the risk of Type II error with an
underpowered sample. An a priori power analysis determined that 90 participants would
be required to detect an effect size of 0.3 with a power of 80% and p < .05; the final
sample for pre-post analyses was 73 participants.
2.4.2.2 Item-level analysis of CRCMSE Scale. Siwatu et al. (2017) recommends
examination of both global scale scores and item-specific responses to identify the types
of tasks in which teachers feel most and least self-efficacious. To that end, item-level
descriptive statistics were calculated based on post-intervention CRCMSE Scale
responses and the items which teachers rate in the upper and lower quartiles were
identified. Identifying item-level behaviors in which teachers remain least self-efficacious
was important for recommending areas in which teachers may need additional support.
2.4.2.3 Qualitative feedback on impact of online training. Using Dedoose
software, qualitative data collected at post-intervention was analyzed by two independent
coders (two doctoral psychology students) at the semantic level using inductive thematic
analysis (Patton, 1990) following the qualitative analytic procedures described by Braun
and Clarke (2006). This procedure involved first examining participants’ written
responses to questions related to training impact (i.e., “What was the most important
thing you learned as part of this training?” and “Describe the impact the training had on
how you think of student behavior and classroom management.”) and identifying
meaningful units of text relevant to the intervention. Then, both raters independently
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coded each response with one or more provisional codes. Provisional codes were then
compared across raters and discussed until unanimous agreement was achieved for each
response, assuring inter-rater reliability. Finally, both raters reviewed the codes and
grouped them into overarching analytic themes and subthemes (Moretti et al., 2011). The
inductive thematic analysis resulted in 13 codes related to training impact, which were
then grouped into four key themes.
2.4.3 Aim 2:Intervention social validity and feasibility.
2.4.3.1 Usage Rating Profile-Intervention Revised (URP-IR). Descriptive
statistics (i.e., means, standard deviations) were computed for the full scale and all
subscales with acceptable internal consistency at post-intervention.
2.4.3.2 Quantitative measures of intervention social validity and feasibility.
Acceptability was assessed by determining the percentage and number of participants
who responded in the affirmative to the question, “Would you recommend this training to
other elementary school teachers?” at post-intervention. Practicality was assessed by
calculating completion rates for participants from the second phase of recruitment.
Completion rates (i.e., percentage, total number of participants) were calculated for
participants who had completed the training and for participants who completed all study
requirements for the entire sample and for each of the two participating districts in the
second study phase. Descriptive statistics (i.e., mean, standard deviation) were calculated
for the number of minutes participants reported was required to complete the training.
Demand for the training was calculated for each of the two districts in the second
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recruitment phase by determining the percentage of the possible recruitment pool that
signed up to participate in the study.
2.4.3.3 Qualitative feedback on intervention social validity and feasibility. The
qualitative analytic procedure described above was used to analyze open-ended, postintervention feedback related to the acceptability and practicality of the training.
Inductive thematic analysis resulted in five codes related to the theme of training
acceptability and three codes related to the theme of training practicality.
2.4.4 Aim 3:Informing dissemination of online CRP training.
2.4.4.1 Social validity of specific CRP and professional development topics.
Descriptive statistics (i.e., means, standard deviations) were computed for each item and
domain of the adapted CR-PBIS survey developed by Fallon et al. (2015).
2.4.4.2 Qualitative feedback on areas for improvement and additional training
and support needs. The qualitative analytic procedure described above was used to
analyze open-ended, post-intervention feedback related to ways in which the training
could be improved, areas in which participants would like additional training or
resources, and additional supports schools could provide that would help participants
implement and sustain use of CRP. The inductive thematic analysis resulted in nine codes
related to areas for improvement, which were then grouped into two key themes, and
eight codes related to support needs for CRP implementation, which were grouped into
four key themes.
.
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Table 2.1. Sociodemographic characteristics of the current study.
Sociodemographic
characteristic (N = 74)
Gender
Female
Male
Race/Ethnicity
White/Caucasian
Black
Hispanic/Latinx
Level of education
Bachelor’s degree
Master’s degree
Master’s + 30
Doctoral degree
Other
Grade level/Role
3K-5K Teacher
3K-5K Aide
1st-3rd Grade Teacher
1st-3rd Grade Aide
Prior classroom
management training
Yes
No
Prior implicit bias training
Yes
No
Prior CRP training
Yes
No

%

n

97.3
2.7

72
2

82.4
16.2
1.4

61
12
1

40.5
29.7
13.5
1.4
14.9

30
22
10
1
11

43.2
24.3
25.7
6.8

32
18
19
5

90.5
9.5

67
7

27
73

20
54

66.2
33.8

49
25
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Table 2.2. Classroom characteristics of the current study.
Classroom characteristic (N
= 74)
Teaching modality
In-person
Hybrid learning
Percentage of minority
students
0–5
6 -- 10
11 -- 25
26 -- 50
51 -- 75
76 -- 100
Percentage of students on
free/reduced lunch
0 -- 5
6 -- 10
11 -- 25
26 – 50
51 – 75
76 -- 100
Percentage of students who
speak English as second
language
0–5
6 – 10
11 – 25
26 -- 50
51 – 75
76 -- 100

%

n

79.7
20.3

59
15

13.5
5.4
5.4
21.6
27.0
27.0

10
4
4
16
20
20

14.9
9.5
8.1
13.5
21.6
32.4

11
7
6
10
16
24

62.2
8.1
9.5
6.8
6.8
6.8

46
6
7
5
5
5
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CHAPTER 3
RESULTS
3.1 Sample Descriptives
3.1.1 Fidelity of SWPBIS implementation. Five of the 20 schools included in
the study provided Tier 1 TFI reports to characterize their school’s current level of
SWPBIS implementation. All schools exceeded the 70% implementation cut-off,
indicating adequate SWPBIS implementation. Overall and subscale implementation
fidelity results can be found in Table 3.1. Tier 1 TFI reports were not requested from
schools involved in pre-pandemic recruitment or from early childhood centers/preschools
implementing the Pyramid Model.
3.1.2 Participant self-efficacy in classroom management. Overall, results from
the classroom management subscale of the TSE Scale indicate that study participants
possess good self-efficacy with respect to classroom management tasks. Specifically, on
a scale of 0 (nothing) to 9 (a great deal), participants, on average, felt that they could do
a good deal to control disruptive behavior in the classroom (M = 7.68, SD = .98).
Possessing adequate basic classroom management strategies has been considered a
precursor to addressing more challenging culturally responsive strategies (Pas et al.,
2016); insufficient classroom management self-efficacy should not be a barrier to
considering CRP for this sample.
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3.2 Aim 1: Preliminary Intervention Outcomes
The study’s first primary aim was determining whether the online CRP training
was effective in (a) increasing participants’ self-efficacy for CRCM practices and (b)
increasing expected positive outcomes from use of CRP. CRPs in which teachers
reported the most and least self-efficacy at post-intervention were also identified. A
secondary aim was characterizing the impact of the training on teacher’s self-reported
implementation of CRP. Results of dependent samples t-tests for pre- to post-intervention
on all participant outcome variables are reported in Table 3.2.
3.2.1 Effect of online CRP training on CRCM self-efficacy and outcome
expectations. Results from dependent samples t-tests indicated significant increases in
self-efficacy for CRCM from pre- to post-intervention (t(72) = 5.93, p = .000), with a
large effect size (d = .69). Similarly, there was a significant increase in expected positive
outcomes from use of CRP from pre- to-post-intervention (t(72) = 2.364, p = .021),
although the effect size was moderate (d = .28).
Item-level analysis of post-intervention CRCMSE responses identified areas in
which participants felt most and least self-efficacious at post-intervention. Consistent
with Siwatu et al.’s scale validation study (2017), participants reported feeling most selfefficacious in their ability to perform basic classroom management tasks associated with
CRCM (e.g., clearly communicating classroom policies, including materials with diverse
student representation in the classroom) and least self-efficacious in their ability to
perform more advanced classroom management tasks associated with CRCM (e.g., using
culturally responsive discipline practices to alter defiant behavior, applying culturally
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appropriate methods to partner with parents). A summary of the items teachers rated in
the upper and lower quartiles are reported in Table 3.3. It should be noted that, on
average, participants reported high self-efficacy for CRCM at post-intervention (on a
scale from 0 to 100, mean item-level scores ranged from 80.59 – 94.58).
3.2.2 Effect of online CRP training on self-reported CRP implementation.
Results from dependent samples t-tests indicated significant increases in total selfreported implementation of CRP from pre- to post-intervention (t(72) = 2.58, p = .000),
with a moderate effect size (d = .30). Statistically significant increases in self-reported
implementation of reflective thinking (t(72) = 2.44, p = .017) and effective
communication (t(72) = 2.01, p = .048) practices were observed from pre- to postintervention. Effect sizes were similarly moderate for improvements in reflective thinking
(d = .29) and effective communication (d = .24). No significant increases in self-reported
implementation from pre- to post-intervention were observed for authentic teacherstudent relationships (t(72) = .99, p = .327), connection to the curriculum (t(72) = 1.78, p
= .079), or sensitivity to students’ cultural identities (t(72) = 1.36, p = .179).
3.2.3 Qualitative feedback on impact of online training. After completing the
training, 78.4% of participants reported that they would think about student behavior and
classroom management differently than they did before the training. Seventy-three
participants provided responses to open-ended questions about how the training would
impact their behavior as educators. Analysis of these qualitative responses resulted in
three distinct themes: (a) teacher-focused cognitive processes, (b) teacher-focused
behavioral processes, and (c) family engagement strategies. Participants who reported
that the training did not change how they would think about or approach student behavior
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and classroom management attributed this lack of impact to: (a) already treating all
students equally (e.g., “I have always tried to be open-minded and fair to everyone”), (b)
finding their current behavior management strategies effective (e.g., “I do not have many
behavior problems, and when I do I think I address them effectively”), and (c) already
using CRP strategies in their classroom (e.g., “I feel like I am already following the
suggestions from this training”). A summary of these themes and codes can be found in
Table 3.4.
3.2.3.1 Teacher-focused cognitive processes. When asked to reflect on the most
important lesson they learned from the training and to share how the training would
impact their behavior in the classroom, participants most frequently listed cognitivelyoriented impacts. The training encouraged them to consider how culture and prior
experience can influence student behavior (e.g., “understand our students’ culture and
home life because that can be the cause of their behaviors, not because they are trying to
intentionally be bad”) and to engage in self-reflection (e.g., “to self-reflect and examine
how my biases influence the behavioral expectations I have for my students”; “This
training made me think more about journaling daily as a teacher to help deepen my
understanding and look for patterns in how I handle discipline issues”). Participants
reflected that the training helped them be more aware and open-minded (e.g., “just
because I believe something to be one way, it’s not how someone else sees it”; “This
training was a good reminder that not all students are raised the way that we were. This
difference is not a deficit”). It also encouraged them to be more patient, not make
assumptions, and not jump to punishment when they engage in behavior management (“I
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will keep in mind that my students may not be intentionally misbehaving. I will be slower
to judge the situation based on my own beliefs/values”).
3.2.3.2 Teacher-focused behavioral processes. Participants described ways that
the training would influence their behavior in the classroom, including by providing ideas
for incorporating CRP in their classroom (e.g., “incorporate more diversity in my
lessons”; “ways I can change to become more culturally responsive in the classroom”),
reinforcing the importance of using positive behavior management practices (“I need to
teach what desired behaviors look like”; “I should not assume that kids know the rules of
school when they start with me”), and by encouraging them to act in such a way that all
students feel heard and valued (“It is important to make sure that all children feel that
they are accepted, smart, beautiful, and a very important part of the school’s
population”).
3.2.3.3 Family engagement strategies. Finally, participants described ways that
the training encouraged them to be more intentional and active in their engagement with
students and their families. Participants noted the importance of asking questions to learn
more about an individual’s background, culture, or perceived differences (e.g., “It’s
imperative and ok to ask and find out about cultural differences for the sake of the child’s
success”; “We have to understand their lives at home and their culture to understand our
students”). After completing the training, participants expressed a greater commitment to
making connections through listening and engaging with their students and their families
(e.g., “I must make connections with every child and with their families”; “Specific ways
to engage in conversations with children to make them feel important and heard”) and in
engaging more with families to promote desired behaviors at school (e.g., “I will ask the
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parents for suggestions on how to deal with the behavior before it gets out of hand”; “talk
with parents…how they reward their children for positive behavior”).
3.3 Aim 2: Intervention Social Validity and Feasibility
The study’s second aim was determining whether the online CRP training was
socially valid and feasible, as demonstrated by adequate (a) acceptability, (b) practicality,
(c) demand, and (d) scores on a measure used to reliably assess factors associated with
the quality of school-based intervention use and maintenance over time. A mixed
methods approach (i.e., quantitative self-report measure, qualitative feedback at postintervention) was used to address this aim. Participants’ ratings of the social validity of
the training as measured by the URP-IR are contained in Table 3.5.
3.3.1 Results of URP-IR. Overall, results from the URP-IR administered at postintervention indicate that participants favorably rated the online CRP training and
implementation of practices it taught as something that could be implemented and
sustained in schools. Specifically, on a scale of 1 (strongly disagree) to 6 (strongly agree),
participants, on average, “agreed” (M = 5.10, SD = .52) that CRP were something they
were interested in and committed to implementing and that the training was appropriate
and effective for addressing student problems. On average, participants “agreed” (M =
5.16, SD = .49) that the training was delivered in such a way that they understood CRPs
and how to implement them. Participants, on average, “slightly agreed” (M = 4.74, SD =
.58) that CRPs would be easy to implement with the resources and time they currently
had available at their schools. With respect to system climate, participants, on average,
“agreed” (M = 5.05, SD = .64) that the training and implementation of CRPs was
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consistent with the culture and priorities of their school. And, on average, participants
“disagreed” (M = 2.96, SD = .1.13) that they would need additional professional
development or resources to implement CRPs well after receiving the training.
3.3.2 Acceptability. Acceptability of the training was assessed by asking
participants if they would recommend the training to other elementary school teachers in
South Carolina and through qualitative analysis of open-ended feedback collected at postintervention. Overall, participants would overwhelmingly recommend the training to their
peers: after completing the training, a full 98.6% of the sample indicated that they would
recommend it to other teachers. The sole dissenter cited the length of the training (“too
long”) for why they would not recommend it to other teachers.
Qualitative analysis of the open-ended feedback questions resulted in five codes
related to the acceptability of the training. These reasons for finding the training
acceptable and recommending it to other teachers included 1) a general appreciation for
the training; 2) the high quality of the training; and specific benefits of the training, such
as 3) greater self-awareness and self-reflection, 4) the inclusion of practices and
information important for promoting good outcomes for all students, and 5) its ability to
encourage discussions about race and bias.
When given the opportunity to provide feedback or comment, nine participants
expressed their appreciation for the training, including gratitude for the opportunity to
access the training and how they found it enjoyable (e.g., “I am glad I spent the time in
this training”; “Really loved it!”; “Thank you for allowing me to be a part of this
important training”). Eighteen participants shared that they would recommend the
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training to others because it was a high-quality training (e.g., “It was very well done. The
information was meaningful and presented in a way that was easy to understand”; “I
thought this was presented very well, without an accusatory approach…I appreciate the
presenter’s honesty in her mistakes. She gave great examples that hit home with me”).
Forty-three participants would recommend the training to other teachers because of
perceived benefits of the training, including how it promoted self-awareness and selfreflection (e.g., “The training really opened my eyes to things I would have never even
considered when making my classroom culturally responsive and inclusive”; “Makes you
think about student behavior in a different way”), covered a topic that was important to
address in order to promote good outcomes for all students (e.g., “We have to understand
these ideas if we want to change outcomes for our students”; “It is important to recognize
these biases to make changes in a positive direction for yourself, your students, our
community, and our world”), and encouraged important conversations about race and
bias in schools (e.g., “It is addressing the foundations of bias and a starting point to have
conversations”; “I would recommend the training to others because I believe that it will
open the discussion about race and bias in the classroom/schools”).
3.3.2 Practicality. Practicality of the training was assessed by training completion
rates, length of time commitment to complete the training and reflection questions, and
qualitative analysis of open-ended feedback collected at post-intervention.
3.3.2.1 Training completion rates. Training completion rates were calculated for
participants from the two districts involved the second phase of recruitment. Participants
from the initial round of recruitment were not included in these calculations because they
were told that the study and data collection was going to be paused soon after receiving
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the study invitation. Within the second phase, 80 potential participants signed up for the
training. Of those who signed up for the training, 72 individuals (90.0%) completed the
training, and 67 individuals (83.8%) completed the training, reflection questions, and
post-intervention survey. Within the first district, eligible participants were informed of
the opportunity via email and required to complete the training and surveys outside of
school hours. Thirty-three individuals signed up to complete the training, of which 27
(81.8%) completed the training and 24 (72.7%) completed the training, reflection
questions, and post-intervention survey. Within the second district, eligible participants
were nominated by district and school leaders and given protected time during a
professional development day or school hours to complete the training and surveys. In
this group, 47 individuals were identified to complete the training, 45 (95.7%) completed
the training, and 43 (91.5%) completed the training, reflection questions, and postintervention survey. Completion of the training (i.e., participants watched all videos and
interacted with all training-related worksheet or handout materials) was verified by
weekly progress reports generated by the training website host; completion of the
reflection questions was verified by visual inspection of responses on REDCap.
3.3.2.2 Time required to complete training. Participants reported that, on
average, it took them approximately three hours to watch the two hours of training videos
and respond to the associated reflection questions (M = 184.51 minutes, SD = 66.73
minutes). Because the run time of the prerecorded videos is standardized, variability in
the length of time it took for participants to complete the training may be a product of
taking breaks between the segments of the training or greater engagement with the
reflection questions.
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3.3.2.3 Qualitative feedback. Qualitative analysis of the open-ended feedback
questions resulted in three codes related to the practicality of the training. Twenty-four
participants found the training practical because it covered content that was applicable to
their work as educators (e.g., “It is important and applicable to our daily work as
teachers”; “Important information that all teachers could benefit from. So much
information that teachers can take back to their classroom to better understand and
connect with students”). Other participants found the training practical because it
addressed an existing need (e.g., “These are important, meaningful concerns happening in
our world today”; “I’m sure that teachers from South Carolina have personal learned
behaviors that need to be uncovered and adjusted”) and reminded them of good teaching
practices (e.g., “It reminded me how I should teach to meet the needs of every child”).
3.3.3 Demand. Demand for the training was measured by response to recruitment
and whether the full number of funded training codes were utilized. Because recruitment
strategies significantly differed between the two districts involved in the second phase of
recruitment, response to recruitment has been calculated separately for each. Within the
first district, where potential participants were emailed the opportunity by their school
administrator, approximately 35% of the possible recruitment pool (i.e., total number of
3K-3rd grade teachers and instructional aides at participating schools) signed up to
complete the training. Within the second district where participants were nominated by
district and school leadership to complete the training, 95.6% of the identified
participants responded to the training nomination and completed the training. Following
the study-related training group, this second district is now in communication with the
Pyramid Consortium to purchase additional training codes for their remaining 3K-3rd
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grade instructional staff, suggesting particularly strong demand at the district-level.
Between the two recruitment phases, 100% of the purchased training codes provided by
the Education Workgroup of the Child Well-Being Coalition were distributed to potential
participants.
3.4 Aim 3: Informing Dissemination of Online CRP Training
The study’s third aim aimed to inform wider dissemination of the online CRP
training and implementation of CRCM by determining (a) areas for improvement, (b),
additional training and support needs, and (c) attitudes about classroom- and professional
development-focused components of CR-PBIS.
3.4.1 Qualitative feedback. At post-intervention, participants were given the
opportunity to provide suggestions for improving the online CRP training and supports
that would help them implement and sustain use of CRP at their school. A summary of
qualitative themes from their responses is provided below and in Tables 3.6 and 3.7.
3.4.1.1 Recommendations for improvement. Fifty-seven participants provided
qualitative feedback on how the training could be improved. These suggestions yielded
two broad themes: modifications to the training format and changes to training elements.
With respect to training format, the most common recommendation for
improvement was to incorporate an opportunity for group discussion (e.g., “It would be
nice to discuss these things in a safe place with other teachers”; “Group discussion with
others. I am curious what others in my school thought as they listened to the modules”).
Multiple participants noted the length of the training and suggested changes to the pace of
delivery (e.g., “It is a lot of content. I think breaking it apart over several days would
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allow me more reflection time”). Five participants noted that they would have preferred
for the training to be delivered in-person rather than online (e.g., “would rather this be in
person”). Finally, two participants suggested that the training be offered earlier in the
year, rather than in the winter or spring (e.g., “I wish this training had been done earlier
in the year”).
Proportionately fewer individuals offered suggestions that related to changing
elements of the training itself (seventeen suggestions for training elements vs. thirty-six
suggestions for training format). The most common suggestion for improving the training
itself was to include more examples and videos demonstrating the use of CRP and CRCM
in the classroom (e.g., “It would be helpful to see video clips of the classroom
management practices that are being discussed”; “Examples of all different kinds of
cultural situations and how to better handle them”). Four participants requested more
supplementary resources, such as handouts and books related to the training material
(e.g., “I’d like to have some books/videos/additional trainings suggested to supplement
this training”; “more printable handouts”). Three participants expressed a desire for more
interactive training elements, apart from reflection questions (e.g., “Give real life
scenarios for teachers to watch/read and allow them to respond and have them see if their
response has any bias”). Finally, two participants suggested changes to the training
videos themselves, including one who requested the incorporation of more visual
elements within the videos to maintain attention (e.g., “I think this training could be
improved with more visual aids. I found myself zoning out a little during the videos and
then having to skip the video back to hear what I had missed”) and one who wished that
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the videos featured more presenters than Dr. Rosemary Allen (e.g., “having a variety of
speakers”).
When asked how the training could be improved, sixteen participants wrote that
no improvement was needed or offered a positive comment (e.g., “I really thought the
training was well paced. The presenter was pleasant and shared many personal
experiences”; “No suggestions, thought it was fine the way it was”; “I think the training
was good! It was easy to follow along with and wasn’t ‘boring’”).
3.4.1.2 Additional training needs. Overall, participants perceived the training to
be thorough and comprehensive. After completing the training, only 9.5% of participants
reported that they still had questions that were not answered by the training and 13.5% of
participants requested additional training or resources. The most commonly requested
areas for follow-up included strategies for addressing CRP as a schoolwide improvement
goal (e.g., “how to bring this topic to our school”; “how to address when building leaders
do not find this work to be essential”), more information about different cultures (e.g., “I
need more information on cultures that are different from my own”; “I would love more
information on specific cultural differences that may come into play in the classroom”),
and additional training on implicit bias. Individual participants requested additional
training in each of the following areas related to CRP: more information about specific
CRP practices and how to implement them in the classroom, strategies for addressing
problematic/offensive behavior from colleagues, engaging with students about
race/cultural differences (e.g., “How to have conversations about race and cultural
differences with students of different ages and abilities”), and parent engagement (e.g.,
“Training on how to bring parents into the schools and have discussion”). Additional
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training requests included one individual interested in more information about childcentered learning and one participant who wanted examples of CRP from other Pyramid
Model schools.
3.4.1.3 Support needs for CRP implementation. Over fifty participants provided
feedback on how their schools could help them implement and sustain use of CRP. These
suggestions fell into three broad support-related themes: implementation resources,
training and technical assistance needs, and organizational supports. Four participants
shared that no additional supports were needed (e.g., “I feel that we have all the resources
we need to implement this at our school”) and three wrote that they were not sure what
additional supports they would need to implement CRP.
With respect to implementation resources, the most commonly requested support
focused on tangible culturally responsive classroom materials, such as books, posters, and
games. One participant wrote, “It would be great if our PTA could support a grant for
teachers to build their classroom libraries with more culturally diverse books and
posters.” Others requested “having access to more play materials from different cultures”
and “classroom read aloud books about culture.” Six participants felt that it would be
easier to implement CRP if they had specific actions and ideas to use in their classroom
(e.g., “a manual with examples and scenarios of different approaches to teaching cultural
awareness practices to students”; “create a bank of real-life actions/phrases we can use”).
In terms of training and technical assistance needs, fourteen participants identified
offering ongoing training, coaching, and/or consultation as a support that would help
them implement CRP (e.g., “I believe we just need a little reminder here and there to
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remember the things we have learned during this training”; “It should be ongoing so that
we can get past some of the racial discomfort and learn to treat all children equally”;
“Have ongoing training of all aspects so we all do not “soon forget””). Three participants
felt that their school could support implementation by training more individuals within
their school community (e.g., “education for all staff”; “I wish my coworkers were able
to do this training”; “More parent education needs to be offered”).
Finally, with respect to organizational supports, participants most frequently
commented that having a full-school commitment to CRP, including leadership support
would help them implement what they learned in the training (e.g., “the willingness for
all school personnel to commit and be involved”; “support/recognition from
administrators”; “I think our entire school team needs to recognize their biases so we can
learn and move forward together. It’s hard to be transitional when you are an island”).
Consistent with the implementation literature, one participant described the essential role
that school leadership could play in facilitating CRP implementation, writing: “This
mission should be projected at the top with the school administration. They are in a
position to look and determine what is on the “school plate” and determine “is it balanced
or do some things warrant being taken off?” so a better approach can replace it.”
Consistent with this idea of balancing school priorities to include CRP, four
participants shared that CRP implementation could be supported by providing them with
protected time to do so (e.g., “Time to implement these things; Using the first month of
school to grow as a classroom community and not focus so much on academics”).
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3.4.2 Attitudes about CR-PBIS classroom practices and professional
development components. Results from the CR-PBIS survey administered at postintervention indicated that, overall, participants found the classroom-focused and
professional development practices recommended within CR-PBIS to be acceptable,
feasible, efficacious, and moderately accessible. These results are summarized in Table
3.8 and Table 3.9.
On a scale of 1 (strongly disagree) to 6 (strongly agree), participants, on average,
“agreed” that CR-PBIS classroom practices were relevant and useful to the work that
they do (acceptability; M = 5.40, SD = .55); were possible to implement with the
knowledge, time, and resources they had (feasibility; M = 5.23; SD = .60); and would
work to improve behavior for all of their students (efficacy; M = 5.27; SD = .58). With
respect to CR-PBIS professional development, on average, participants “agreed” that
these practices were acceptable (M = 5.32, SD = .60), feasible (M = 5.03, SD = .81), and
efficacious (M = 5.21, SD = .62). Mean ratings for accessibility (“I have access to
professional development and training relevant to this suggested CR-PBIS practice.”)
were still favorable, but offered less strong agreement (M = 4.84, SD = .91) and had the
greatest variation in participant response, as measured by standard deviation.
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Table 3.1 Tier 1 SWPBIS implementation fidelity scores for select study schools.
School
School A
School B
School C
School D
School E
Sample Average

Teams (%)
75
100
100
100
100
95

Subscale
Implementation (%)
94
83
89
78
83
85.4

Note: Scores at or above 70% indicate adequate Tier 1 implementation.

Evaluation (%)
100
88
100
100
100
97.6

Overall Tier 1 (%)
93
87
93
87
90
90
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Table 3.2. Mean comparisons of all participant outcome variables.
Pre

Post
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Outcome measure (scale) (n = 73)
CRCMSE total (0 -- 100)
CRTOE total (0 – 100)

M
81.37
91.10

SD
15.07
8.96

M
88.50*
93.76*

SD
11.40
7.65

d
.69
.28

Implementation total (1 -- 4)

3.69

.25

3.77*

.27

.30

Reflective Thinking (1 – 4)

3.62

.36

3.73*

.34

.29

Relationships (1 – 4)

3.89

.22

3.91

.21

.12

Communication (1 – 4)

3.70

.27

3.76*

.28

.24

Curriculum (1 – 4)

3.55

.43

3.64

.40

.21

Student Culture (1 – 4)

3.74

.39

3.81

.34

.16

* Mean differences from pre- to post-intervention significant at p < .05.
.

Table 3.3. CRCM behaviors with greatest and least self-efficacy at post-intervention.

64

Item (n = 73)
Upper Quartile (greatest self-efficacy)
Clearly communicate classroom policies.

M

SD

94.58

8.68

Teach students how to work together.

93.42

7.49

Establish routines for carrying out specific classroom tasks.
Structure the learning environment so that all students feel like a valued member of the learning
community.
Design the classroom in a way that communicates respect for diversity.

92.75

13.45

92.27

12.20

91.66

13.46

Create a learning environment that conveys respect for the cultures of all students in my classroom.

91.42

13.17

Use strategies that will hold students accountable for producing high quality work.

90.90

11.33

Use culturally responsive discipline practices to alter the behavior of a student who is being defiant.

80.59

16.51

Modify aspects of the classroom so that it matches aspects of students’ home culture.
Use culturally appropriate methods to relate to parents from culturally and linguistically diverse
backgrounds.
Implement an intervention that minimizes a conflict that occurs when a student’s culturally-based
behavior is not consistent with school norms.
Develop a partnership with parents from diverse cultural and linguistic backgrounds.
Develop an effective classroom management plan based on my understanding of students’ family
background.
Critically analyze students’ classroom behavior from a cross-cultural perspective.

84.19

17.18

84.51

17.05

84.79

16.90

84.82

16.84

85.22

17.04

85.37

16.50

Lower Quartile (lowest self-efficacy)

Table 3.4. Themes characterizing impact of training identified in semantic thematic analysis
Teacher-focused cognitive
processes
I will consider how culture
and background can
influence student behavior.
(41)
This training caused me to
engage in self-reflection,
including on the impact of
current practices. (31)
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I am now more aware and
open-minded. (16)

Teacher-focused behavioral
Family engagement
processes
strategies
I will ensure that all students I will ask more questions
feel heard and valued in my about an individual’s
classroom. (11)
background, culture, or
differences. (17)
I gained ideas for
incorporating specific CRPs I will make connections by
in my classroom. (10)
listening and engaging with
students and their families.
The training reinforced the
(5)
importance of using positive
behavior management
I will make a greater effort
practices. (8)
to engage more with
families. (4)

I will be more patient with
student behaviors. I will
slow down, not make
assumptions, and not jump
to punishment. (10)
Note: Number in parentheses denotes how many times a thematic code was assigned.

Reasons for no trainingrelated behavior change
I already treat all students
equally. (3)
My current behavior
management strategies are
effective. (2)
I am currently using these
CRP strategies in my
classroom. (4)

Table 3.5 Results of URP-IR social validity questionnaire at post-intervention.
Factor (N = 74)
Acceptability
Understanding
Feasibility
System Climate
System Support
Overall

M
5.10
5.16
4.74
5.05
2.96
4.90

SD
.52
.49
.58
.64
1.13
.47

Scale: 1 = Strongly disagree, 2 = Disagree, 3 = Slightly Disagree, 4 = Slightly Agree, 5 = Agree, 6 = Strongly agree.
Note:
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Items from Home-School Collaboration factor were neither analyzed nor included in total score because of unacceptably low internal
reliability.
System Support items were reverse-coded for inclusion in the overall mean. On its own, lower scores reflect greater ability to
independently implement CRP.

Table 3.6. Themes characterizing recommendations for improvement identified in semantic thematic analysis
Changes to training format
Offer opportunity for group discussion (20)

Changes to training elements
Provide more examples and videos demonstrating the use
of CRP in the classroom (8)

Provide more time to complete the training (9)
Prefer in-person format (5)
Offer earlier in the school year (2)

Offer a list of supplementary resources for additional
training/information (4)
Make the training more interactive, including practices
scenarios or vignettes (3)
Include more visual aids within training videos (1)
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Feature additional presenters with varied experiences and
identities (1)
Note: Number in parentheses denotes how many times a thematic code was assigned.

Table 3.7. Themes characterizing additional support needs identified in semantic thematic analysis
Implementation resources
Culturally responsive
classroom materials (21)
Specific actions/ideas to
implement in classroom (6)

Organizational supports
Full-school commitment to
CRP, including leadership
support (11)
Time to focus on building
community and behavioral
expectations rather than
curriculum (4)

Training and technical assistance
Offer ongoing training,
coaching, and/or consultation
(14)

None or not sure
No additional supports
needed (4)

Not sure what
Need to train more people within additional supports are
school community (3)
needed (3)

Note: Number in parentheses denotes how many times a thematic code was assigned.
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Table 3.8. Results from survey measuring participant attitudes about CR-PBIS classroom practices
Acceptability
M (SD)

Feasibility
M (SD)

Efficacy
M (SD)

5.21 (.76)

4.96 (.87)

5.05 (.72)

Increase positive interactions with students, families, and staff members.
Decrease negative interactions with students, families, and staff
members.
Engage in equitable interactions with students.

5.53 (.63)

5.25 (.83)

5.33 (.78)

5.33 (.73)

5.27 (.73)

5.25 (.74)

5.52 (.60)

5.42 (.64)

5.40 (.64)

Set explicit, realistic, high, and challenging expectations for all students.

5.27 (.99)

5.21 (.91)

5.19 (.95)

Teach social skills to all students.
Learn, include, and use students’ culture and language in instruction and
interactions.
Use effective instructional practices and curricula for all students.

5.51 (.65)

5.33 (.73)

5.41 (.68)

5.34 (.73)

5.01 (1.01)

5.15 (.76)

5.51 (.60)

5.41 (.62)

5.36 (.70)

Classroom Practices Domain Average

5.40 (.55)

5.23 (.60)

5.27 (.58)

Item (n = 73)
Classroom teachers should…
Define behavior form a local and setting-specific perspective.
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Scale: 1 = Strongly disagree, 2 = Disagree, 3 = Slightly Disagree, 4 = Slightly Agree, 5 = Agree, 6 = Strongly agree.

Table 3.9. Results from survey measuring participant attitudes about CR-PBIS professional development
Acceptability
M (SD)

Feasibility
M (SD)

Efficacy
M (SD)

Accessibility
M (SD)

5.36 (.67)

5.04 (.86)

5.19 (.74)

4.85 (.94)

5.36 (.70)

5.08 (.88)

5.23 (.68)

4.86 (1.02)

5.29 (.63)

5.01 (.91)

5.18 (.67)

4.79 (1.07)

View and involve families as resources.

5.33 (.69)

5.00 (.94)

5.23 (.66)

4.79 (1.00)

Use data to set goals and evaluate outcomes.

5.27 (.69)

5.00 (.93)

5.19 (.74)

4.89 (1.02)

Professional Development Domain Average

5.32 (.60)

5.03 (.81)

5.21 (.62)

4.84 (.91)

Item (n = 73)
Professional development opportunities should encourage all school
personnel to…
Adopt the perspective that culture and context influence how and what
students learn.
Self-assess or self-reflect on the influence of cultural and contextual
features on their instructional and behavioral decisions.
Assess and consider their students’ cultures.
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Scale: 1 = Strongly disagree, 2 = Disagree, 3 = Slightly Disagree, 4 = Slightly Agree, 5 = Agree, 6 = Strongly agree.

CHAPTER 4
DISCUSSION
School discipline policies that rely on exclusionary discipline practices, such as
office discipline referrals, suspensions, and expulsions, negatively and disproportionately
impact racial minority students, beginning in preschool (U. S. Department of Education
Office for Civil Rights, 2014). Disproportionate discipline persists even when schools
implement schoolwide interventions that reduce overall rates of exclusionary discipline,
suggesting that schools must do more to address other likely causes of the discipline gap
(Vincent & Tobin, 2011; Vincent, Randall, et al., 2011). There has been an increased call
for teacher professional development in culturally responsive behavior management
practices, but such interventions are often poorly evaluated and resource-intensive
(Bottiani et al., 2018). The co-occurrence of a global pandemic that necessitated school
closures with a national reckoning on systemic racism and racial inequality in America
made it evident that professional development for educators must continue, even if
individuals are not able to meet in traditional settings. Evaluating an online professional
development training on CRP can help facilitate program improvements and inform
decisions to scale-up use or consider other training options (Archibald et al., 2011) as part
of South Carolina’s desire to give every child an equitable opportunity to learn.
The principal aim of this study was to examine the preliminary outcomes and
feasibility of a brief, online teacher professional development training in CRP using a
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nonexperimental, pre/post, mixed methods design with 3K-3rd grade educators in South
Carolina. It was hypothesized that educators who completed the training would report
greater self-efficacy for CRCM practices and believe that using CRP in the classroom
would lead to more positive outcomes than they did before taking the training. The study
also assessed the social validity and feasibility of the training and, with the help of
educator feedback, explored how future dissemination and implementation efforts could
be improved.
Overall, results of the study suggest that (a) the online CRP training was effective
in improving self-efficacy for CRCM and increasing expected positive outcomes from
CRP; (b) educators reported moderate but statistically significant increases in selfreported implementation of CRP in the classroom after completing the training; and (c)
the online CRP training was feasible and socially valid, with educators reporting that it
was acceptable, practical, and perceived as both relevant and efficacious. Participants
expressed broad support for CRP training and principles to be implemented in their
schools and provided insights into areas for improvement and implementation support
needs that can inform wider dissemination. These findings are discussed below.
4.1 Preliminary Intervention Outcomes
The first aim centered around understanding preliminary impacts of the online
CRP training. As predicted, analysis of preliminary intervention outcomes confirmed
hypotheses regarding increases in self-efficacy and positive expectancies around use of
CRPs in the classroom (see Table 3.2). After completing the training, educators reported
significant increases in CRCM self-efficacy and expectations about positive outcomes
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resulting from CRP and training effect sizes on these outcomes were large and moderate,
respectively.
After completing the training, participants reported high self-efficacy for a range
of CRCM tasks (mean item-level scores ranged from 80.59 – 94.58 on a scale from 0 to
100), but reported the greatest self-efficacy for basic classroom management tasks and
comparatively less self-efficacy in more advanced CRCM tasks that explicitly call for
culturally responsive approaches to manage defiant behavior and partner with diverse
parents. This finding is consistent with the literature (Siwatu et al., 2017), and suggests
that additional training or coaching may be necessary to boost educator self-efficacy in
these areas.
These post-intervention increases in self-efficacy and positive beliefs about the
benefits of CRP are consistent with the literature on outcomes from CRP-focused
professional development (Bradshaw et al, 2018; Gettinger et al., 2008; Schwehr, 2014;
Tucker et al., 2005). Training-related improvements in self-efficacy may be a function of
the training emphasizing many of the elements that Bandura (1977) theorized led to the
development of self-efficacy, including examples of successful implementation by the
trainer (vicarious experiences), discussing content in a respectful and encouraging tone
(positive affective or psychological states), and promoting the belief that teachers are
capable of using recommended strategies and are actively taking steps to incorporate
CRCM in their classrooms by increasing their awareness of the issue and engaging in
self-reflection (social persuasion). Participants made specific note of many of these
aspects within the qualitative feedback they provided on the training (e.g., “really opened
my eyes to things I would have never even considered when making my classroom
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culturally responsive and inclusive”; “it’s imperative and ok to ask and find out about
cultural differences for the sake of the child’s success”; “this was presented very well,
without an accusatory approach”; “great examples that hit home with me”).
It is interesting to note that this study was able to achieve a larger effect size for
improvements in self-efficacy (d = .69) following a 2-hour online training than the
longer, more resource-intensive 5-hour training and individual classroom coaching model
studied by Bradshaw et al. (2018) (culturally responsive teaching self-efficacy: d = .48).
Within their study, analyses showed that the addition of classroom coaching did not boost
increases in educator self-efficacy. In combination, this suggests that improvements in
educator CRCM self-efficacy may be driven by the training itself and that a longer
training does not necessarily result in greater self-efficacy gains.
Developing more positive beliefs about the benefits of CRP in the classroom is an
additional preliminary outcome of completing CRP training, although the training effect
size on this outcome was moderate in size. Believing that CRP practices will lead to
positive classroom outcomes is essential for providing teachers with the motivation to
implement these practices in their classroom. This outcome may have only demonstrated
moderate improvements at post-intervention because educators had not yet had the
opportunity to personally experience or witness these outcomes in their own classrooms
(Schunk, 1987) through mastery or vicarious experiences; it may have also been
impacted by restrictions resulting from the pandemic classroom context. Future research
involving follow-up data collection should investigate whether positive outcome
expectancies improve over time for teachers who implement CRP post-intervention.
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Because the study included only pre-post data collection on self-reported
implementation of CRP, it was not hypothesized that teachers would report improved
implementation of CRP practices after completing the training. Had a follow-up data
collection timepoint been maintained within the study design, a small increase in selfreported implementation may have been expected. Prior research indicates that
observable, objective behavioral changes may require more intensive implementation
supports, such as ongoing coaching and consultation (Bradshaw et al., 2018).
However, contrary to expectations, results indicated significant increases in total
self-reported implementation of CRP from pre- to post-intervention, with a moderate
effect size (d = .30). In particular, participants reported significant increases in selfreported implementation of reflective thinking and effective communication, with
moderate effect sizes from the training. These results suggest that educators may have
immediately put some of the CRP strategies discussed in the training into use and/or that
they may have rated themselves as implementing these practices more frequently after
recognizing their typical behaviors in the practices described in the training. Reflective
thinking is one CRP category that could be amenable to immediate increases in use: the
training’s integrated self-reflection activities are consistent with the assessed reflective
thinking practices (see Hershfeldt et al., 2009), and these practices resemble the teacherfocused cognitive processes a majority of participants noted in their descriptions of
training impacts (e.g., engaging in self-reflection, considering themselves more aware
and open-minded; see Table 3.4).
No significant increases were reported for authentic teacher-student relationships,
connection to the curriculum, or sensitivity to students’ cultural identities. These practice
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areas may not have demonstrated significant increases immediately post-intervention
because they require the educator to take specific actions outside of the training (e.g.,
adjust instructional materials and lessons to incorporate culture; see Hershfeldt et al.,
2009) or because they require additional information/training specific to their students.
More information about different cultures (e.g., “information on specific cultural
differences that may come into play in the classroom”; “I need more information on
cultures that are different from my own.”) was one of the most commonly requested areas
for additional training by study participants and is required for educators to effectively
demonstrate sensitivity to their students’ cultural identities in the classroom.
Qualitative feedback from participants on how they were impacted by the training
suggests that this training successfully accomplished many of the recommended
objectives of professional development in this area (i.e., promoting awareness of implicit
bias and its role in how teachers perceive and respond to student behavior (McIntosh,
Girvan, et al., 2014), self-reflection to build teachers’ cultural self-awareness and
awareness of the culture of their students (Pollock et al., 2010), strategies for creating
meaningful connections with students and increasing the cultural relevance of classroom
behaviors (Vincent, Randall, et al., 2011)) . After completing the training, participants
most frequently cited that they would now consider how culture can influence student
behavior; this directly addresses a primary theorized cause of disproportionate discipline:
teachers taking unnecessary disciplinary action when there is a cultural mismatch
between home and school behavioral expectations, particularly with respect to behaviors
that may be appropriate or even adaptive when viewed through the student’s cultural lens
(Cartledge et al., 2001; Monroe & Obidah, 2004; Weinstein et al., 2004). Stating that they
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would pause and engage in critical reflection at these vulnerable decision points ( “I will
be more patient with student behaviors. I will slow down, not make assumptions, and not
jump to punishment.”) suggests that more distal desired outcomes, like reduced
disproportionate discipline for subjective concerns, may follow.
Preliminary outcomes demonstrated in this study were consistent with the
immediate outcomes of CRP training found in other studies, including enhanced
awareness of research on discipline disproportionality, self-reflection on personal cultural
influences, increased comfort discussing issues around culture and bias, and increased
awareness of students’ cultural context and factors that may influence behavior (see
Bradshaw et al., 2018). However, it is likely that additional supports and school-level
actions (e.g., disaggregated data review, policy changes, intentional diverse stakeholder
engagement to develop culturally responsive behavioral expectations) are needed to
observe more distal desired outcomes, including reduced rates of disproportionate
discipline. In particular, disaggregated data review may help address the concerns of the
small proportion of participants who felt that they would not think about student behavior
and classroom management differently than they did before the training because they
were already treating all students equally (see McIntosh, Barnes, et al., 2014).
In spite of not measuring more distal outcomes like changes in discipline rates or
teacher classroom behaviors, the results of this study are still promising for schools
invested in promoting these positive changes. Many of the preliminary outcomes on
which positive pre-post-training changes were noted are considered prerequisites for
behavioral change. Self-efficacy is believed to be a prerequisite for individuals to put
learned knowledge and skills to use (Bandura, 1977) and prior research has shown
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significant associations between teacher’s self-reported self-efficacy and their observed
implementation of proactive and supportive strategies for improving student behavior
(Almog & Shechtman, 2007; Debnam et al., 2015). Studies have also shown that
interventions focused on promoting awareness of helping individuals recognize instances
where implicit bias may influence their thoughts and behavior, “slow down” their
thinking, and follow specific guidelines for making decisions can lead to more unbiased
decisions and behaviors (Devine et al., 2012; Lai et al., 2013; Lai et al., 2014) and are
considered necessary for effectively implementing CRP (McIntosh, Girvan, et al., 2014).
Finally, self-assessment of current CRP implementation, as was accomplished through
data collection for the study, can heighten educator self-awareness (Hershfeldt et al.,
2009), an important first step in determining how they can improve their classrooms by
incorporating more CRP (Skiba et al., 2008).
4.2 Intervention Social Validity and Feasibility
The study’s second aim focused on determining whether the online CRP training
was socially valid and feasible. A recent review of CRP trainings for educators found that
few studies reported on intervention feasibility (Bottiani et al., 2018). However, it is
important to evaluate whether teachers find professional development in CRP and CRCM
strategies to be socially valid because there is a strong relationship between social
validity, implementation fidelity, and improved outcomes (Fallon et al., 2015; Gresham
et al., 2000; Lane et al., 2009; Elliott et al., 1984). Investigating elements of feasibility
and social validity – including acceptability, fidelity, practicality, and demand – can help
schools interested in adopting CRP training anticipate likely attitudes about the training
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experience and structure the training opportunity in such a way that maximizes
completion rates.
As predicted, data suggest that participants found the online CRP training to be
both socially valid and feasible. Educators found the training highly acceptable: after
completing the training, all but one of the participants indicated that they would
recommend it to other elementary school teachers in South Carolina. Participants
reported that they were both interested in learning about and committed to implementing
CRP and that the training was relevant to their work and offered effective strategies for
addressing student problems. Qualitative feedback revealed that this sample of educators
believed that the online CRP training was high-quality, easy to understand, covered a
topic that was important to address in order to promote good outcomes for their students,
and had the added benefits of promoting self-awareness/self-reflection – key elements of
disrupting the influence implicit bias plays in discipline-related decision-making
(Cartledge & Kourea, 2008; McIntosh, Girvan, et al., 2014) – and encouraging important
conversations about race and bias in schools, which they may not have been comfortable
doing before. The impact of disproportionate discipline on young students and the role
that implicit bias plays in creating inequitable educational experiences is a comparatively
new topic in educator professional development – only 27% of participants reported that
they had received prior training in implicit bias, whereas 90.5% had received training in
classroom management practices – but this study has demonstrated that it is well-received
by educators.
Overall, the online CRP training was practical for participants to complete and
eligible educators demonstrated adequate demand when given the opportunity to
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complete the training. Differences in how the two districts involved in the second phase
approached recruitment and study participation by their educators offer important insights
for schools and districts interested in adopting this training. With respect to practicality,
although the training consists of two hours of prerecorded videos, participants reported
needing, on average, approximately three hours to watch the videos and meaningfully
respond to the associated reflection questions. Participants provided feedback that they
completed the five-part training in multiple sessions or took breaks between the segments
of the training in order to better process the material. Being able to complete the training
at one’s own pace is a benefit to online professional development (Treacy et al., 2002); it
is much more difficult to modulate the pace of group, in-person trainings to match each
individual’s attentional/learning needs. This finding suggests that schools must budget
more than the allotted run time of training videos for teachers to complete the training,
especially when the information presented is novel and encourages self-reflection.
The standardized nature of a prerecorded online training makes it easy to ensure
high fidelity exposure to the training material at a relatively low cost (Bayar, 2014; Dede
et al., 2009). Although it was not possible to guarantee that participants completed the
training in an environment absent of distractions, the training website allowed
administrators to conduct routine monitoring of participant progress through the training
to make sure that they had watched and interacted with 100% of the training materials.
Within the participant interface, a similar progress bar was visible, and participants could
only download a desirable certificate of completion once they had completed watching
the videos. This form of training delivery is less expensive than arranging for an inperson training by a national expert if the expert is not located locally and may result in

80

higher fidelity delivery of training content than trainings that use a train-the-trainer model
(Erickson et al., 2012). In addition to offering more consistent exposure to training
content, an online, on-demand training allows for new staff to be trained as they are
hired, rather than requiring them to wait until a follow-up in-person training is scheduled.
Recruitment and training completion rates varied significantly by district and
school. Within one district, eligible participants were informed of the training opportunity
via email and required to complete the training and surveys outside of school hours in
exchange for a $20 gift card. Within this district, approximately 35% of the possible
recruitment pool signed up to complete the training and, of this group, 82% completed
the training, and 73% completed all study requirements. This may be compared to a
second district, where participants were nominated by district and school leadership to
complete the training and given protected time during professional development days or
school hours (with substitute teacher coverage) to complete the training and surveys. In
this district, 96% of identified participants responded to the training nomination and
completed the training and 92% completed all study requirements.
Differences in recruitment and completion rates may highlight the importance of
leadership support and scheduling job-related trainings during school hours. District- and
school-level leadership play an important role in building staff motivation for and
openness to participating in a non-academic intervention like an online CRP training
(Anderson-Butcher et al., 2010; Van de Ven et al., 1999). Within the district with lower
recruitment rates, 83% of total participants worked at two of the five elementary schools
where principals agreed to distribute the opportunity to their staff. The principals at these
two schools demonstrated strong support for the training, communicated consistently
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with the study coordinator, and provided information on how they would encourage staff
participation by checking in with teachers and talking about the training at staff meetings.
Conveying the importance of the training opportunity and its consistency with school
values and goals appears to have been more effective at encouraging educators to
complete the training than sending out an email and/or allowing outside staff to introduce
the opportunity at a related training. Schools and districts interested in adopting the
training should pay attention to communicating strong leadership buy-in and support of
the training when they push the opportunity to educational staff.
Recruitment and training completion also appeared to be impacted by whether
teachers were required to complete the training outside of or during the work day.
Notably higher recruitment and training completion rates occurred in the district that gave
teachers the opportunity to participate within protected time, for example, during a
professional development day or during the school day with substitute teacher coverage.
During a school year where teachers reported exceptionally high levels of stress and
longer work hours (Diliberti et al., 2021), lack of time may have prevented educators who
were interested in the training topic from signing up to participate in the study. At least
two of the participants who signed up for the training but did not complete it reached out
to the study coordinator and cited a lack of time as their reason for no longer being able
to participate in the study. Schools who wish their staff to complete the online training
should specifically allocate time for staff to complete the training during the workday,
rather than expect it to be completed outside of work hours.
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4.3 Implications and Recommendations for Dissemination
Gathering feedback that would inform wider dissemination of the online CRP
training and facilitate successful implementation of CRCM was always a central concern
of the study and a priority for the Education Workgroup of the Child Well-Being
Coalition. Data collection was intentionally designed to solicit qualitative feedback from
participants on areas for improvement and additional support needs in order to involve
them in the design and planning of educator-focused professional development (Bayar,
2014) and to contextualize the sample with demographic and prior training data rarely
reported within CRP intervention studies.
Good self-efficacy in classroom management is considered a necessary
foundation for addressing sources of disproportionality through more advanced CRCM
techniques (Bradshaw et al., 2010). The majority of participants in the study reported
high self-efficacy in general classroom management, high levels of prior training in
classroom management practices, and worked in schools with at least adequate
schoolwide PBIS (SWPBIS) implementation. It is unlikely that educators in schools with
similar levels of SWPBIS or Pyramid Model implementation would identify ineffective
behavior management strategies as a barrier to incorporating CRP in their classrooms, but
supplementary training in positive behavior management could be offered for teachers
who identify this as an area for growth in addition to CRP training. As expected, fewer
educators reported prior experience with training or instruction in implicit bias (27%) and
its role in disproportionate discipline, even though nearly two-thirds endorsed having
received training on CRP, culturally responsive teaching, or teaching diverse students.
Bringing awareness to the existence and role of implicit bias in teacher-student

83

interactions around discipline can help teachers understand why CRP are so important in
diverse classrooms, which the majority of educators in the sample endorsed teaching in.
A major theme within the qualitative data was recommendations for
improvement. Although there are limited opportunities for making changes to the content
of a prerecorded training, participants offered suggestions for improvement to the training
content that could be achieved by supplementing the existing training module, including
examples demonstrating the use of CRP and CRCM in the classroom in the form of either
videos or stories from other teachers, optional supplementary materials related to the
training material (e.g., a number of educator-focused resources on cultural responsiveness
and equity have been collected by the National Center for School Mental Health and can
be found here: http://www.schoolmentalhealth.org/Cultural-Responsiveness--Equity/),
and more interactive prompts exploring educators’ reactions to challenging situations.
The desire for more interaction with their fellow educators was the most common
recommendation for improvement (e.g., “Group discussion with others. I am curious
what others in my school thought as they listened to the modules.”). Research has shown
that online professional development can be effective even without interaction between
participants (Carey et al., 2008) and deliver the same outcomes in teacher knowledge and
beliefs, increased motivation, and classroom practices as traditional face-to-face training
(Fishman et al., 2013; Kabilan, 2014). However, this desire for group discussion could
easily be incorporated into other suggested changes to the pace of delivery and request
for an in-person training component. Because the online training gives three months of
access to the training material, schools could consider breaking up the training content,
instruct teachers to watch one of the five parts of the training each week during a
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planning period, and then engage in a guided discussion of their reactions to the material,
reflection questions, and ideas for incorporating the content (as applicable) into their
classroom practices in small groups at a staff or grade-level meeting. This would allow
for standardized delivery of training content to be maintained, while encouraging deeper
engagement with peers around how the material applies to their school and classroom.
With respect to additional training needs, participants perceived the two-hour
training to be thorough and comprehensive. On average, educators felt that they could
implement CRPs well after completing the online training without additional professional
development. Those participants that requested additional training specified topics that
would only further facilitate adoption of the culturally and contextually responsive PBIS
(CR-PBIS) model and higher quality implementation of CRP in the classroom.
Participants were interested in strategies for addressing CRP as a schoolwide
improvement goal, suggesting support for taking a more comprehensive, systems-level
approach to addressing disproportionate discipline and incorporating CRPs (see below for
a more detailed discussion of CR-PBIS). Participants often specified a desire to learn
more about the different cultural backgrounds of their students as an area for additional
training. Learning about their students’ cultural backgrounds can help teachers
understand factors that impact student behavior, use culturally responsive strategies
during teacher-student interactions, and avoid misinterpretations that could lead to
exclusionary discipline (Gay, 2010; Monroe, 2005). This information would need to be
tailored to the particular student population of each school, as abstract knowledge of
culture is ineffective in meaningfully changing teachers’ classroom behaviors (Pollock et
al., 2010). Participants’ interest in resources for engaging with young students and
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parents about race and cultural differences suggests that the training was effective at
reducing stress and discomfort around discussing these topics and is well-aligned with
many new classroom resources and materials recently published on this topic by
organizations such as the APA’s RESilience Initiative (https://www.apa.org/res), the
Southern Poverty Law Center’s Learning for Justice project
(https://www.learningforjustice.org/), and Sesame Street in Communities’ Coming
Together racial justice initiative (https://sesamestreetincommunities.org/topics/racialjustice/).
Anticipating implementation support needs can help schools and districts
interested in implementing CRP increase the likelihood that investments in CRP training
will lead to increases in CRP implementation. On average, participants “slightly agreed”
that CRPs would be easy to implement with the resources and time they currently had
available at their schools, but offered specific requests for support from their schools that
encompasses three broad themes: implementation resources, training and technical
assistance needs, and organizational supports (see Table 3.7). With respect to
implementation resources, the most commonly requested support focused on having
access to tangible culturally responsive classroom materials, including books, posters,
and games. Schools interested in becoming culturally responsive should look for
opportunities through their PTA or classroom grants for acquiring these materials to
minimize out-of-pocket costs to educators.
Although only a small number of participants stated that they needed more
training content after completing the online CRP training, many identified offering
ongoing training, coaching, and/or consultation as a support that would help them
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implement CRP (e.g., “Have ongoing training…so we all do not “soon forget””).
Effective teacher professional development is often viewed as a process rather than a
one-time event (Borko et al., 2010). Extended exposure to the training material by
breaking up the training content over a longer period of time (as discussed above) and
including opportunities for “community of practice” coaching and reflection as educators
work to implement the principles recommended within the training could lead to more
meaningful and sustainable behavior change. Online training may be a cost-effective
strategy for promoting widespread familiarization with CRP content among teaching
staff, creating a foundation for more resource-intensive coaching in implementing CRP.
Coaching can lead to positive improvements in observable CRP use, including more
proactive behavior management, greater student cooperation, and fewer disruptive
behaviors (Bradshaw et al., 2018).
Although not an embedded component of the online training, results from selfreported CRP implementation inventories or CRCM self-efficacy measures could help
determine areas in which educators need additional skill development and support in a
data-informed way. For example, after determining patterns of low self-efficacy, schools
may consider developing a mentorship model, where novice educators can reflect on their
classroom experiences and incorporate CRP with the guidance of a more veteran teacher
who expressed greater self-efficacy in CRCM (Coffey & Farinde-Wu, 2016). Developing
personalized CRP improvement plans based on individual areas of growth can be an
effective strategy for improving CRP implementation in the classroom (Fallon et al.,
2018) and could be facilitated by CRP coaches or local mentors.
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Lastly, participants felt that organizational-level support for CRP was needed to
facilitate sustained individual-level implementation (e.g., “This mission should be
projected at the top with the school administration”). Educators understood that
addressing implicit bias and disproportionate discipline and creating a more culturallyand contextually-responsive learning environment required the commitment of the whole
school, including leadership support to ensure continued prioritization of schoolwide
CRP goals and to provide educators with protected time to engage with families, build
supportive relationships with students, and incorporate CRP into the classroom (Payne &
Wolfson, 2000).
It is important for schools and districts to recognize that educator professional
development is only one component of CR-PBIS. Eliminating disproportionality will
require action beyond providing a brief professional development training on implicit
bias and CRP. PBIS stresses systemic change (Sugai & Horner, 2006) and it is expected
that significant systems-level commitment to the other components of CR-PBIS -including identifying areas of cultural mismatch in classroom practices, monitoring
disproportionality by reviewing school data disaggregated by race, and partnering with
families to determine culturally-valid schoolwide behavioral expectations -- will be
necessary to achieve school-level reductions in disproportionate discipline (McIntosh,
Girvan, et al., 2014). However, educational leaders should take heart that the adoption of
more culturally- and contextually-responsive PBIS practices is supported by educators
who have been trained in implicit bias and CRP. After completing the online training,
participants agreed that classroom- and professional development-focused components of
CR-PBIS were acceptable, feasible, and efficacious. Additionally, they agreed that CRP
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training and the implementation of CRPs in the classroom was consistent with the culture
and priorities of their school. Access to professional development opportunities where
educators are encouraged to consider culture and its role in student behavior in the
classroom was rated lowest and most variably by participants, but increasing access by
regularly incorporating considerations of culture and equity into trainings is within the
power of schools. With the knowledge that educators find CRP relevant, important, and
feasible and are supportive of schoolwide efforts to become more culturally responsive,
schools interested in meaningfully engaging in systemic change are in an excellent
position to communicate CR-PBIS as a priority to educators throughout the school and to
establish school-specific improvement goals and expectations in support of that change.
The results of this study can also inform continued efforts of the Child WellBeing Coalition and the Behavioral Alliance of South Carolina as they help South
Carolina schools promote equitable outcomes for and the well-being of all students. This
study revealed areas where widespread training was lacking (i.e., implicit bias, schoolspecific considerations of student culture and how it may influence school-home and
teacher-student relationships) and showed that a training on challenging topics like
disproportionate discipline, implicit bias, and CRP could be well-received and deemed
both important and relevant by educators. Should these community-based entities
prioritize sponsoring wider dissemination of the training in South Carolina, positive
educator feedback on the training could be used to encourage participation by other
districts (see Fallon et al., 2015), qualitative improvement themes (e.g., provide the
training earlier in the year, encourage training completion in segments rather than all at
once, incorporate opportunities for discussion with peers about training content and
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specific classroom applications; see Table 3.6) could be shared to help schools maximize
training engagement, and preliminary outcomes (i.e., improved CRCM self-efficacy,
more positive outcome expectancies from using CRP, some increases in self-reported
CRP implementation) could be shared to set realistic expectations about what could be
achieved by providing the training and nothing more.
If these groups are interested in helping schools cultivate more comprehensive
change, qualitative results from feedback on how schools can facilitate CRP
implementation (e.g., demonstrating a “whole school commitment” with support from
leadership, distributing diverse classroom materials, providing periodic reminders of CRP
implementation ideas and goals; see Table 3.7) could be helpful in broader discussions
with schools about their specific goals with respect to becoming more culturally and
contextually responsive to their students and reducing discipline disproportionality, how
leadership is demonstrating their support for this initiative, and their plans for engaging
with students, families, and the broader community about cultural norms and strengths.
And, if they are unable to continue funding or promoting dissemination of CRP educator
training, these groups can still model practices that encourage cultural responsiveness and
more equitable outcomes (e.g., disaggregating data by race and gender, engaging with
and empowering diverse stakeholders, including cultural considerations in trainings and
presentations; see Tobin & Vincent, 2011 and Bal, 2018) in their own work.
4.4 Study Strengths, Limitations, and Future Directions
This study features several strengths and limitations that can inform future
teacher-focused CRP training research. Research on an online teacher training on implicit
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bias and CRP was incredibly timely in 2020. As the United States grappled with
addressing systemic racism following the murder of George Floyd, educational
institutions felt compelled to take a hard look at how they addressed concerns around
diversity, inclusion, equity, and cultural responsiveness. At the same time, the global
COVID-19 pandemic grounded travel, prohibited large group meetings, and forced a
quick pivot from in-person to virtual learning. If educators were going to receive urgent
professional development in 2020, it would be done online. No outcome or feasibility
data had been published about this particular online CRP training, although it was widely
accessible to Pyramid Model schools interested in becoming more culturally responsive.
Studying the training for preliminary impacts, feasibility, and recommendations for
dissemination can help schools make an informed investment in a professional
development option that is salient and useful to their educators.
The current study employed a rich mixed-methods design, where qualitative
feedback was able to provide context to quantitative results and give a voice to educators
who served as “early adopters” of the training and CRP in their schools. Their feedback
highlights specific, actionable steps that districts and schools can take to more
successfully incorporate the training into their professional development schedule and
support implementation of CRP at the classroom level.
From its initial impetus, brainstorming, recruitment, and funding through the
Child Well-Being Coalition Education Workgroup to its utilization of existing networks
through the Behavioral Alliance of South Carolina to connect with motivated school
districts, this study was rooted in a number of community psychology practice principles,
including fostering connections and resource sharing between different groups,
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improving the Workgroup’s capacity to achieve its goals, and using research and
evaluation skills to support school improvement efforts (Scott & Wolfe, 2014).
Recent intervention studies (i.e., Bradshaw et al., 2018; Fallon et al., 2018; Pas et
al., 2016) have investigated relatively resource-intensive intervention models, which may
not always be feasible for school settings to adopt without substantial external support or
university-school partnerships as part of a research study. A comparatively low-cost
online training that features consistently high-quality content from a national expert and
can be accessed on demand may be a more feasible option for many schools. This study
demonstrated that such a training can produce many of the same desirable preliminary
outcomes as more resource-intensive interventions and, at times, produce even greater
effect sizes. This informs the question of determining sufficient training dosage, which
had been identified as an area requiring additional research (Bottiani et al., 2018).
And, lastly, this study includes many elements that are rarely reported in research
on professional development for CRP, including: detailed information about participants
(e.g., years of experience in education, educational background, demographics, prior
exposure to related professional development, classroom characteristics), measure
psychometrics, outcomes related to readiness to implement CRP (i.e., self-efficacy and
outcome expectancies), and extensive focus on feasibility and social validity. In spite of
the importance of feasibility and social validity in effective and sustainable interventions,
feasibility data on interventions are generally underreported (Bird et al., 2014). This
study gathered both qualitative and quantitative data on the feasibility and social validity
of the online CRP training and the larger model of CR-PBIS from individuals who could
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provide information based on personal experience with the training rather than
hypothetical examples (as was done in Fallon et al., 2015).
Limitations of the current study largely center around design and sampling
limitations. The study was paused after the COVID-19 pandemic resulted in school
closures with an uncertain timeline for when they would re-open; it was resumed once the
study team realized that a complete “return to normal” was unlikely within the 2020-2021
school year. With managing and responding to COVID-19-related concerns a top priority
of most schools, the study was required to pivot to a recruitment strategy that focused on
districts who had already demonstrated a strong commitment to positive behavior
management and had developed district-level initiatives focused on improving cultural
responsiveness, diversity, equity, and inclusion. Perceived acceptability of CRP may be
higher among teachers in districts that have communicated that they value cultural
responsiveness than in other districts that have not taken these steps. Relying upon a
convenience sample of volunteers in one of these districts prevents us from being able to
rule out selection effects. This sampling method may have also led to an overestimate on
measures of acceptability, as educators who expressed interest in completing the training
may have already had more positive attitudes about the importance of addressing implicit
bias and incorporating CRPs than educators who did not sign up for the training (data
was not collected from non-responders on their reasons for not signing up to complete the
training). A second limitation was the pre/post non-experimental design without a control
group, which prevents us from definitively attributing preliminary impacts to the training.
A quasi-experimental design was not feasible because of the truncated timeline
necessitated by the pandemic and limited funding, which the Education Workgroup
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directed be used to maximize educator exposure to the CRP training. Future studies
should incorporate random assignment into intervention and waitlist or active control
groups. Third, in order to reduce measurement burden on participants during an
especially stressful year and because of the uncertain and variable impact of COVID-19
on typical classroom practice, a third data collection timepoint that would have provided
follow-up data on participants’ CRCM self-efficacy, outcome expectancies, and selfreported use of CRP six-to-eight weeks after completing the training was eliminated in
favor of focusing on immediate preliminary outcomes and social validity of the training.
Follow-up measurement is a necessary next step for determining whether immediate
improvements in self-efficacy and CRP outcome expectancies are maintained or
strengthened over time and to measure changes in self-reported CRP implementation.
Although outside the scope of the resources available for this study, using thirdparty systematic classroom observation to objectively measure CRP implementation and
more distal outcomes like positive student behaviors and classroom climate would help
characterize valued intervention outcomes. Future research may also measure the impact
of CRP training on outcomes negatively impacted by disproportionate use of
exclusionary discipline practices, including classroom climate, quality of teacher-student
relationships, student engagement, and parent attitudes about school. Although there is
strong evidence for the equivalence of in-person and online professional development,
future research may also compare the preliminary outcomes and feasibility of different
training delivery options, including comparing the online CRP training to an in-person
training of similar length or to a hybrid delivery model that reflects participant
improvement recommendations (e.g., completing the online training in parts over several
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weeks with guided opportunities for in-person group discussion with their peers). Finally,
Bradshaw and colleagues (2019) demonstrated that coaching combined with professional
development led to more positive changes in teacher and student behaviors compared to
teachers who received the professional development training alone. However, employing
a coach to provide teachers with performance feedback and help them develop an
improvement plan may be cost-prohibitive and a barrier to wider dissemination.
Additional research may be conducted to determine if similar behavioral and classroom
outcomes could be accomplished with self-guided assessments and quality improvement
planning guides and/or a peer mentorship model.
4.5 Conclusions
Teacher professional development is considered an essential element of CR-PBIS
(Allen & Steed, 2016), but is often poorly evaluated, especially with respect to elements
of feasibility and social validity. Online professional development is a promising and
convenient tool for delivering consistently high-quality trainings to educators at
comparatively low cost. The results of this pre/post nonexperimental study provide
evidence for a brief online training having a large effect on improving self-efficacy for
CRCM practices and a moderate effect on increasing expected positive outcomes from
CRP. The training also had a moderate but statistically significant effect on increasing
educators’ self-reported implementation of CRP, particularly with respect to practices
concerning effective communication and self-reflection.
Mixed-method assessment of intervention feasibility and social validity suggests
that the online CRP training was acceptable, practical, perceived as efficacious, and
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demonstrated adequate demand, particularly when teachers were given the option to
complete the training during school hours. Participants who completed the training
overwhelmingly recommended it to other South Carolina elementary teachers, citing its
quality, relevance to their work, and ability to start important conversations about race
and bias in education. Schools can help educators translate what they learned in the
training into practice by facilitating opportunities for them to discuss the material with
their peers, purchasing culturally responsive classroom materials, providing ongoing
implementation support, and demonstrating a schoolwide commitment to cultural
responsiveness and equity, particularly by school leadership. Participants expressed broad
support for this kind of schoolwide commitment in the form of CR-PBIS.
A key direction of future research should involve measuring longer term
outcomes of the training to determine whether preliminary positive impacts are
maintained over time. Comparing the effectiveness of different levels of implementation
support in achieving desired attitudinal and behavioral outcomes over time would help
educational agencies make data-informed decisions about allocating resource dollars as
they disseminate this important work.
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APPENDIX A
TEACHER DEMOGRAPHIC/CLASSROOM QUESTIONNAIRE
Instructions. Please fill out the demographic information on the page below. The
information requested is necessary for the research process. Please be assured that this
information and all of your responses will be kept strictly confidential.
Demographic Information
Gender:
Male
Female
Other
Age: ____
Race/ethnicity:
Native American/Alaska Native
Asian/Pacific Islander
Black/African American
White/Caucasian
Hispanic/Latinx
Biracial/Multi-racial
Other
Teaching Information
Educational background:
Bachelor’s degree (BA, BS)
Master’s degree (MA, MAT)
MA + 30
Doctoral degree (PhD, EdD)
Other
What was your undergraduate major?
Current school:
Note: This will be used to match your responses with your school’s
enrollment/demographic information and overall implementation of Schoolwide PBIS.
How many years have you taught in an elementary school setting?
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What best describes how you are currently interacting with your students?
In-person classroom learning
Hybrid (some in-person, some virtual/distance) learning
Virtual/distance learning
Have you previously received training on:
Implicit bias: yes/no
Classroom management practices: yes/no
Culturally responsive practices, culturally responsive teaching, or teaching diverse
students: yes/no
Adverse childhood experiences (ACEs): yes/no
Trauma-informed school practices: yes/no
(If they respond yes) Where did you receive this training?
Undergraduate course
Graduate course
Professional development provided by my school/district
Materials provided by a fellow teacher
I sought out the information on my own.
Classroom Information:
In your current class, approximately what percentage of your students belong to a
minority (i.e., not White)?
0-5%
6-10%
11-25%
26-50%
51-75%
76-100%
In your current class, approximately what percentage of your students speak English as a
second language?
0-5%
6-10%
11-25%
26-50%
51-75%
76-100%
In your current class, approximately what percentage of your students qualify for
free/reduced lunch?
0-5%
6-10%
11-25%
26-50%
51-75%
76-100%
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APPENDIX B
TEACHER SENSE OF EFFICACY SCALE
Teacher Sense of Efficacy Scale (Tschannen-Moran & Hoy, 2001)
Classroom Management Subscale
Directions. The following questions will ask you to rate your confidence in
accomplishing specific classroom management tasks. For each question, please rate your
answer on a scale from 0 (nothing) to 9 (a great deal).
1. How much can you do to control disruptive behavior in the classroom?
0 (nothing) ----------- 9 (a great deal)
2. How much can you do to get children to follow classroom rules?
0 (nothing) ----------- 9 (a great deal)
3. How much can you do to calm a student who is disruptive or noisy?
0 (nothing) ----------- 9 (a great deal)
4. How well can you establish a classroom management system with each group of
students?
0 (nothing) ----------- 9 (a great deal)
5. How well can you keep a few problem students from ruining an entire lesson?
0 (nothing) ----------- 9 (a great deal)
6. How well can you respond to defiant students?
0 (nothing) ----------- 9 (a great deal)
7. To what extent can you make your expectation clear about student behavior?
0 (nothing) ----------- 9 (a great deal)
8. How well can you establish routines to keep activities running smoothly?
0 (nothing) ----------- 9 (a great deal)
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APPENDIX C
TRAINING-RELATED REFLECTION QUESTIONS AND
QUALITATIVE FEEDBACK
Directions. The following questions correspond to self-reflection exercises described in
the online training, Culturally Responsive Practices to Reduce Implicit Bias,
Disproportionality, Suspension & Expulsion. As you complete the videos for each of the
five parts of the training, please answer the corresponding questions. There are no right or
wrong answers and your typed responses may be as short or as long as you like.
However, as discussed during the training, note that self-reflection is an integral part of
becoming culturally responsive in the classroom. Your responses will be kept
confidential and anonymous.
Part 1: Introduction
1. In what ways do we avoid discussing race? Is it uncomfortable to discuss race?
Does it go against what you were taught? Are you afraid of being offensive?
2. Are early childhood/elementary school practices “color blind” -- that is, do we
implement instructional and discipline practices without regard to race or color? If
they are “color blind,” why are there such disparities in discipline practices
between racial groups? Why the achievement gap?
Part 2: Implicit Bias
1. In what ways have you witnessed or heard about disproportionality in education?
2. Why does disproportionate discipline happen? Why do some children stand out as
troublemakers while others who might be engaged in the same behaviors may not
be seen this way?
Part 3: Hot Buttons
1.
What are three challenging behaviors that “push your buttons?”
2.

Write the emotion word that describes the way each of those behaviors makes
you feel.

3.

What do you do in response to each of these behaviors? Write down how you
act/react when a child displays each behavior.
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4.

How does your response impact the relationship you have with the child? With
the family?

5.

Where might there be cultural disconnects in your classroom (especially with
Hot Button behaviors)?

Part 4: What is culture?
Think about some of the practices, beliefs, perspectives, and identities you learned from
your own cultural upbringing. Select at least two elements of culture and complete the
corresponding prompts below.
Element of Culture: Discipline
My values growing up:
My values now:
What my school/organization values:
How my students/families values differ:
How the difference might create cultural disconnects:
Element of Culture: Education
My values growing up:
My values now:
What my school/organization values:
How my students/families values differ:
How the difference might create cultural disconnects:
Element of Culture: Attitude towards time
My values growing up:
My values now:
What my school/organization values:
How my students/families values differ:
How the difference might create cultural disconnects:
Element of Culture: Gender roles
My values growing up:
My values now:
What my school/organization values:
How my students/families values differ:
How the difference might create cultural disconnects:
Element of Culture: Attitude about food
My values growing up:
My values now:
What my school/organization values:
How my students/families values differ:
How the difference might create cultural disconnects:
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Element of Culture: Status of age
My values growing up:
My values now:
What my school/organization values:
How my students/families values differ:
How the difference might create cultural disconnects:
Element of Culture: Dependence/Interdependence
My values growing up:
My values now:
What my school/organization values:
How my students/families values differ:
How the difference might create cultural disconnects:
Element of Culture: Pick your own!
Chosen element of culture:
My values growing up:
My values now:
What my school/organization values:
How my students/families values differ:
How the difference might create cultural disconnects:
Part 5: Culturally Responsive Practices
1. Describe a cultural disconnect that might exist between your/your school’s
expectations and one of your students or their family. How can you address that
gap?
2. The training reviewed seven principles of culturally responsive teaching. Were
there any that stuck out as particularly useful, important, or easy to implement?
Describe how you can incorporate culturally responsive practices into your
classroom.
Final Questions
1. Approximately how much time did it take you to complete the online training and
reflection questions?
2. What was the most important thing you learned as part of this training?
3. Now that you have completed the training, do you believe that you will think
about student behavior and classroom management differently? If yes, describe
the impact the training had on how you think of student behavior and classroom
management. If no, describe why the training will not change how you think of
student behavior and classroom management.
4. Now that you have completed the training, are there any areas in which you
would like additional training or resources? If so, please describe.
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5. Now that you have completed the training, do you have any questions that did not
get answered? If so, please list.
6. How could this training be improved (e.g., content covered; length of training;
opportunities for feedback, practice, or group discussion, etc.)?
7. Would you recommend this training to other elementary school teachers? Why or
why not?
8. Please provide any other thoughts you have about the online training.
9. How does your school currently support implementing culturally responsive
practices?
10. What barriers currently exist to implementing culturally responsive practices in
your school?
11. What additional supports would help you implement and sustain culturally
responsive practices in your school?
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APPENDIX D
TEACHER OUTCOME MEASURES
Culturally Responsive Classroom Management Self-Efficacy Scale (Siwatu et al.,
2017)
Directions: For each statement, please rate how confident you are in your ability to
perform each task.
1. Assess students’ behaviors with the knowledge that acceptable school behaviors
may not match those that are acceptable within the student’s home culture.
0 (no confidence at all) -------- 100 (completely confident)
2. Use culturally responsive discipline practices to alter the behavior of a student
who is being defiant.
0 (no confidence at all) -------- 100 (completely confident)
3. Create a learning environment that conveys respect for the cultures of all students
in my classroom.
0 (no confidence at all) -------- 100 (completely confident)
4. Use my knowledge of students’ backgrounds to create a culturally compatible
learning environment.
0 (no confidence at all) -------- 100 (completely confident)
5. Establish high behavioral expectations that encourage students to produce highquality work.
0 (no confidence at all) -------- 100 (completely confident)
6. Clearly communicate classroom policies.
0 (no confidence at all) -------- 100 (completely confident)
7. Structure the learning environment so that all students feel like a valued member
of the learning community.
0 (no confidence at all) -------- 100 (completely confident)
8. Use what I know about my students’ cultural background to develop an effective
learning environment.
0 (no confidence at all) -------- 100 (completely confident)
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9. Design the classroom in a way that communicates respect for diversity.
0 (no confidence at all) -------- 100 (completely confident)
10. Use strategies that will hold students accountable for producing high quality
work.
0 (no confidence at all) -------- 100 (completely confident)
11. Address inappropriate behavior without relying on traditional methods of
discipline such as office referrals.
0 (no confidence at all) -------- 100 (completely confident)
12. Critically analyze students’ classroom behavior from a cross-cultural
perspective.
0 (no confidence at all) -------- 100 (completely confident)
13. Modify lesson plans so that students remain actively engaged throughout the
entire class period or lesson.
0 (no confidence at all) -------- 100 (completely confident)
14. Redirect students’ behavior without the use of coercive means (i.e., consequences
or verbal reprimand).
0 (no confidence at all) -------- 100 (completely confident)
15. Communicate with students using expressions that are familiar to them.
0 (no confidence at all) -------- 100 (completely confident)
16. Personalize the classroom so that it is reflective of the cultural background of my
students.
0 (no confidence at all) -------- 100 (completely confident)
17. Establish routines for carrying out specific classroom tasks.
0 (no confidence at all) -------- 100 (completely confident)
18. Design activities that require students to work together toward a common
academic goal.
0 (no confidence at all) -------- 100 (completely confident)
19. Teach students how to work together.
0 (no confidence at all) -------- 100 (completely confident)
20. Critically assess whether a particular behavior constitutes misbehavior.
0 (no confidence at all) -------- 100 (completely confident)
21. Teach children self-management strategies that will assist them in regulating their
classroom behavior.
0 (no confidence at all) -------- 100 (completely confident)
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22. Develop a partnership with parents from diverse cultural and linguistic
backgrounds.
0 (no confidence at all) -------- 100 (completely confident)
23. Use culturally appropriate methods to relate to parents from culturally and
linguistically diverse backgrounds.
0 (no confidence at all) -------- 100 (completely confident)
24. Model classroom routines for English Language Learners.
0 (no confidence at all) -------- 100 (completely confident)
25. Explain classroom rules so that they are easily understood by English Language
Learners.
0 (no confidence at all) -------- 100 (completely confident)
26. Modify aspects of the classroom so that it matches aspects of students’ home
culture.
0 (no confidence at all) -------- 100 (completely confident)
27. Implement an intervention that minimizes a conflict that occurs when a students’
culturally based behavior is not consistent with school norms.
0 (no confidence at all) -------- 100 (completely confident)
28. Develop an effective classroom management plan based on my understanding of
students’ family background.
0 (no confidence at all) -------- 100 (completely confident)
29. Manage situations in which students are defiant.
0 (no confidence at all) -------- 100 (completely confident)
30. Prevent disruptions by recognizing potential causes for misbehavior.
0 (no confidence at all) -------- 100 (completely confident)
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Culturally Responsive Classroom Practices – Self-Assessment Checklist (Hershfeldt
et al., 2009)
For the purpose of this self-assessment, the terms “code-switching”, “culture”, and
“group membership” should be interpreted as defined below:
Term
Code-switching
Culture
Group
membership

Definition
The phenomenon of switching from one language or dialect to
another in the same conversation
Collectively, the beliefs, customs, practices, and social behavior
of a particular group of people
Identifying social groups by particular qualities, such as age,
gender, race, ethnicity, culture, or disability

Directions: Take a moment to review each element below. Rate yourself on each item,
assessing how comfortable you are with understanding the element and the ease and
effectiveness with which you apply it in your classroom and school.
Ratings:
1: Never in my class and school
2: Rarely in my class and school
3: Most of the time in my class and school
4. Regularly in my class and school
99: This does not apply to my class and school
Items
Reflective Thinking about the Children and Their “Group Membership”
1. I understand culture and why it is so important
2. I reflect on how my actions contribute to chains of behavior in my students.
3. I am aware of other groups and how histories and present circumstances
contribute to my behavior interacting with others.
4. I make tangible efforts (e.g., reading, home visits, interviews, student inventories)
to “reach out” and understand differences between my students and me
5. I have positive and constructive views of difference (i.e., “difference is not
deficit”)
Efforts Made to Develop an Authentic Relationship
1.
2.
3.
4.

I display tangible evidence of warmth, care, and trust to my students.
I recognize special talents.
I encourage positive interactions.
I provide positive adult attention.
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5. I take genuine interest in the activities and personal lives of my students.
6. I display a professional and personal orientation toward students.
Effective Communication
1.
2.
3.
4.
5.
6.

I consistently communicate high expectations to my students.
I display professionalism, civility, and respect in all my communications.
I communicate with care and persistence of effort.
I communicate with credibility, dependability, and assertiveness.
I communicate without judging others.
I am aware and facile with “code-switching.”

Connection to Curriculum
1. My instruction contains examples that reflect my students’ cultural background
2. I highlight cultural differences positively during instruction.
3. I use learning activities reflective of the background of my students, their
families, and the community.
Sensitivity to Student’s Cultural and Situational Messages
1. I am aware of how situations influence behavior (e.g., health, poverty, dress,
neighborhood expectations).
2. I am aware of the students’ needs to meet expectations set by the school and their
household, which may differ.
3. I emphasize resiliency, choice, and internal locus of control with my students.
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Culturally Responsive Teaching Outcome Expectancy Scale (Siwatu, 2007)
Directions: For each statement, please rate how certain you are that the behavior
described will lead to the specified outcome.
1. A positive teacher-student relationship can be established by building a sense of
trust in my students.
0 (entirely uncertain) ------------ 100 (entirely certain)
2. Developing a community of learners when my class consists of students from
diverse cultural backgrounds will promote positive interactions between students.
0 (entirely uncertain) ------------ 100 (entirely certain)
3. Acknowledging the ways that the school culture is different from my students’
home culture will minimize the likelihood of discipline problems.
0 (entirely uncertain) ------------ 100 (entirely certain)
4. Understanding the communication preferences of my students will decrease the
likelihood of student-teacher communication problems.
0 (entirely uncertain) ------------ 100 (entirely certain)
5. Revising instructional material to include a better representation of the students’
cultural group will foster positive self-images.
0 (entirely uncertain) ------------ 100 (entirely certain)
6. The likelihood of student-teacher misunderstandings decreases when my students’
cultural background is understood.
0 (entirely uncertain) ------------ 100 (entirely certain)
7. Changing the structure of the classroom so that it is compatible with my students’
home culture will increase their motivation to come to class.
0 (entirely uncertain) ------------ 100 (entirely certain)
8. Establishing positive home-school relations will increase parental involvement.
0 (entirely uncertain) ------------ 100 (entirely certain)
9. Student attendance will increase when a personal relationship between the teacher
and students has been developed.
0 (entirely uncertain) ------------ 100 (entirely certain)
10. Using my students’ interests when designing instruction will increase their
motivation to learn.
0 (entirely uncertain) ------------ 100 (entirely certain)
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11. Students’ self-esteem can be enhanced when their cultural background is valued
by the teacher.
0 (entirely uncertain) ------------ 100 (entirely certain)
12. Helping students from diverse cultural backgrounds succeed in school will
increase their confidence in their academic ability.
0 (entirely uncertain) ------------ 100 (entirely certain)
13. Using culturally familiar examples will make learning new concepts easier.
0 (entirely uncertain) ------------ 100 (entirely certain)
14. When students see themselves in the pictures that are displayed in the classroom,
they develop a positive self-identity.
0 (entirely uncertain) ------------ 100 (entirely certain)

136

APPENDIX E
CRP TRAINING AND STRATEGIES
SOCIAL VALIDITY/FEASIBILITY MEASURES
Usage Rating Profile – Intervention Revised (URP – IR) (Briesch et al., 2013)
Directions. The following questions refer to the information and classroom practices
discussed in the online professional development training (Culturally Responsive
Practices to Reduce Implicit Bias, Disproportionality, Suspension, and Expulsion) you
recently completed. Please indicate the degree to which you agree or disagree with each
statement on a scale from 1 (strongly disagree) to 6 (strongly agree).
Response Options:
1 (strongly disagree) 2(disagree) 3(slightly disagree) 4(slightly agree) 5(agree) 6
(strongly agree)

Items:
1. This training is an effective choice for addressing a variety of problems.
2. I would need additional resources to carry out the culturally responsive classroom
practices discussed in the training.
3. I would be able to allocate my time to implement the culturally responsive
classroom practices discussed in the training.
4. I understand how to use the culturally responsive classroom practices discussed in
the training.
5. A positive home-school relationship is needed to implement the culturally
responsive classroom practices discussed in the training.
6. I am knowledgeable about the culturally responsive classroom practices discussed
in the training.
7. The culturally responsive classroom practices discussed in the training are a fair
way to handle student behavior problems.
8. The total time required to implement the culturally responsive classroom practices
discussed in the training would be manageable.
9. I would not be interested in implementing the culturally responsive classroom
practices discussed in the training.
10. My administrator would be supportive of my use of the culturally responsive
classroom practices discussed in the training.
11. I would have positive attitudes about implementing the culturally responsive
classroom practices discussed in the training.
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12. The culturally responsive classroom practices discussed in the training are a good
way to handle student behavior problems.
13. Preparation of materials needed for the culturally responsive classroom practices
discussed in the training would be minimal.
14. Use of the culturally responsive classroom practices discussed in the training
would be consistent with the mission of my school.
15. Parental collaboration is required in order to use the culturally responsive
classroom practices discussed in the training.
16. Implementation of the culturally responsive classroom practices discussed in the
training is well-matched to what is expected in my job.
17. Material resources needed for the culturally responsive classroom practices
discussed in the training are reasonable.
18. I would implement the culturally responsive classroom practices discussed in the
training with a good deal of enthusiasm.
19. The culturally responsive classroom practices discussed in the training are too
complex to carry out accurately.
20. The culturally responsive classroom practices discussed in the training are
consistent with the way things are done in my school.
21. The culturally responsive classroom practices discussed in the training would not
be disruptive to other students.
22. I would be committed to carrying out the culturally responsive classroom
practices discussed in the training.
23. The culturally responsive classroom practices discussed in the training easily fit in
with my current practices.
24. I would need consultative support or coaching to implement the culturally
responsive classroom practices discussed in the training.
25. I understand the culturally responsive classroom practices discussed in the
training.
26. My work environment is conducive to implementing the culturally responsive
classroom practices discussed in the training.
27. Regular home-school communication is needed to implement the culturally
responsive classroom practices discussed in the training.
28. I would require additional professional development in order to implement the
culturally responsive classroom practices discussed in the training.
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Teacher Attitudes and Beliefs about Culturally and Contextually Relevant SWPBIS
Practices (Fallon et al., 2015)
Classroom Practices
Directions. The following questions will ask your opinion about certain practices that
teachers may implement in their classrooms. For each practice, you will be asked to
indicate the degree to which you feel it is 1. relevant and useful to your work as a teacher,
2. possible to implement given your current resources (e.g., time, knowledge, etc.) , and
3. likely to be effective at improving behavior for all of your students.
Response Options:
1 (strongly disagree) 2 (disagree) 3 (slightly disagree) 4(slightly agree) 5(agree) 6 (strongly
agree)

Classroom teachers should…
1. Define behavior from a local and setting-specific perspective.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
2. Increase positive interactions with students, families, and staff members.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
3. Decrease negative interactions with students, families, and staff members.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
4. Engage in equitable interactions with students (e.g., provide equal amounts of
praise and acknowledgement of all students, regardless of background).
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
5. Set explicit, realistic, high, and challenging expectations for all students.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
6. Teach social skills to all students.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.

139

7. Learn, include, and use students’ culture and language in instruction and
interactions.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
8. Use effective instructional practices and curricula for all students.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.

Professional Development
Directions. The following questions will ask your opinion about professional
development topics that may improve the effectiveness of behavioral supports for all
students in your school. For each professional development topic, you will be asked to
indicate the degree to which you feel it represents a topic that is 1. relevant and useful to
your work as a teacher, 2. possible to implement given your current resources (e.g., time,
knowledge, etc.), 3. likely to be effective at improving behavior for all of your students,
and 4. something for which you could access training and support.
Response Options:
1 (strongly disagree) 2 (disagree) 3 (slightly disagree) 4(slightly agree) 5(agree) 6
(strongly agree)
Professional development opportunities should encourage all school personnel to…
1. Adopt the perspective that culture and context influence how and what students
learn.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
I have access to professional development and training relevant to this suggested
practice.
2. Self-assess or self-reflect on the influence of cultural and contextual features on
their instructional and behavioral decisions.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
I have access to professional development and training relevant to this
suggested practice.
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3. Assess and consider their students’ cultures.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
I have access to professional development and training relevant to this suggested
practice.
4. View and involve families as resources.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
I have access to professional development and training relevant to this suggested
practice.
5. Use data to set goals and evaluate outcomes.
This practice is relevant and useful to the work I do.
I could implement this practice given the knowledge, time, and resources I have.
This practice would work to improve behavior for all my students.
I have access to professional development and training relevant to this suggested
practice.
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